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ABSTRACT 
A CURRICULUM DESIGN IN SPANISH FOR BILINGUAL YOUNG 
CHILDREN WITH MODERATE SPECIAL NEEDS 
September 1986 
P0 Nilda Gil, B,A,, National University of Paraguay; 
M.Ed<, , Worcester State College, Worcester 
Massachusetts, Ed.D,; University of 
Massachusetts, Amherst 
Directed by: Professor Gloria de Guevara 
This dissertation was an action research study that 
deals with particular needs of Hispanic bilingual young 
children with moderate special needs attending public 
schools in Massachusetts. A Spanish Language Arts and 
Mathematical readiness curriculum has been designed 
integrating social living skills and cultural concepts. 
The dissertation is divided into five chapters. 
Chapter one discusses the problem, the purposes, the 
delimitations, the significance and the assumptions of 
the study and the definition of terms. Chapter two 
consists of a theoretical background and discussion of 
the related literature and research. Chapter three 
discusses the methodology used for designing the 
curriculum following Hilda Taba's suggestions. Chapter 
four presents the actual curriculum as designed through 
Vll 
this research effort. It contains a teacher's guide and 
the learning activities to be developed in the classroom. 
Chapter five presents conclusions and recommendations to 
teachers, parents, administrators, and those who are 
responsible for the education and welfare of all our 
children. 
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CHAPTER I 
STATEMENT AND DISCUSSION OF THE PROBLEM 
Introduction and Overview 
The underlying philosophy of bilingual education is 
based on the idea that every child should have an equal 
right to be educated to his/her complete potential. 
Bilingual education is supposed to give children of 
"limited or no English ability" an equal educational 
opportunity. It is a generally accepted, progressive 
educational idea that a child learns best in a society which 
respects its diverse ethnic background. 
Very often regular schooling is not able to meet the 
needs of children coming from homes where non-English 
languages are spoken; bilingual education then provides a 
freedom from that limitation and provides the children with 
a relevant education and an enhanced equality of opportuni¬ 
ties. A sense of self-worth and identity can be best 
fostered within a program that is aware of the cultural and 
linguistic backgrounds of its students and considers them 
important. Children who feel good about themselves are 
better able to learn and develop their potentiality. The 
child’s mother tongue is not only an important tool in 
fostering the child’s self image, but is also the best 
1 
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instrument for instruction, especially in the first years 
of exposure to the second language. Learning content areas 
through the better developed native language is beneficial 
because there is no time lost in attaining knowledge of 
English but enhances it. 
Bilingual education, by instilling in its students a 
sense of pride in their culture and by sharing that culture 
with the rest of society in a positive way, holds a promise 
of helping the many ethnic components of that society form 
a mutually respectful and pluralistic society. 
The Civil Rights Act of 1964 which considered the 
education of minority children--specifically, Title VI, 
Section 601—stipulated that no person shall be discriminated 
against on the basis of race, color, or national origin in 
any federal program. The intention of this provision was 
to insure that all individuals have equal access to 
federally sponsored programs. 
On January 2, 1968, Lyndon B. Johnson signed into law 
the Bilingual Act. The President called attention to the 
signficiance of the new law in these words. 
This bill authorizes new efforts to prevent dropouts; 
new programs for handicapped children; new planning 
help for rural schools. It also contains a specia 
provision establishing bilingual education programs 
for children whose first language is not Englis . 
Thousands of children of Latin descent, young 
Indians, and others will get a better start—a 
better chance—in school. 
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What this law means, is that we are now giving every 
child in America a better chance to touch his outer¬ 
most limits—to reach the farthest edge of his 
talents and his dreams. We have begun a campaign to 
unlock the full potential of every boy and girl- 
regardless of his race or his region or his father's 
income.1 
Since that time, the Federal Government has taken 
interest in the issue of bilingual education, for it became 
clear that masses of children whose first language was not 
English were failing and dropping out of school. While 
programs instituted were helping these children to learn 
English by providing English as a Second Language, these 
youngsters were taken out of their classes to be taught the 
languageo They lost time and important instruction in the 
content areas and fell behind in their school work. In 
1968 the Bilingual Education Act was signed and added as 
Title VII to the Elementary and Secondary Act of 1968, 
paving the way and allowing states to take the initiative 
in developing new and more appropriate ways of helping the 
linguistically different child. This law of 1968 adds an 
important new chapter to the long story of this "nation of 
immigrants" which is called a "melting pot." The Bilingual 
Education Act at last recognized their educational needs and 
suggested ways to meet them. 
Then in 1974 a landmark decision changed the way that 
bilingual education was to be considered. In the case Lau 
vs. Nichols, Chinese students accused the San Francisco 
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Unified School District of language discrimination. It 
claimed that their rights were violated under Section 601 
of the 1964 Civil Rights Acts because they were being 
taught in a language they did not understand and were not 
being helped to learn. The court ruled in their favor 
and stated that schools must take affirmative action to 
make all educational programs available to the language 
deficient child. Language rights were recognized as civil 
rights. 
Another important event was the Amendments of 1974 
(P.L. 93-380) because the procedures and requirements for 
identification of children with limited English were 
carefully reviewed by the Office of Civil Rights in 
developing its own standards for Title VI compliance. 
Section 613 stipulates that "testing and evaluation 
materials and procedures utilized for the purpose of 
classification and placement of handicapped children will be 
selected and administered so as not to be socially or 
. . _ 2 
culturally discriminatory. 
The Bilingual Education Act, reauthorized in 1974, 
minimized the compensatory aspects of the program and 
encouraged the establishment of programs that would 
equalize educational opportunity for all children. In a 
way, the Bilingual Education Act tried to rectify certain 
educational deficits of the past for the bilingual child. 
5 
Bilingual education aims to fulfill the needs of 
children coming from homes where English is not the primary 
language. Bilingual education, in paying attention to the 
native language and heritage of the child, does much to 
foster a better sense of identity and feeling of self worth. 
Children who feel good about themselves learn better and 
are better able to integrate into the majority society, 
which in turn brings about better understanding and a 
3 
lessening of racial discrimination and ethnic isolation. 
Bilingual Education in Massachusetts 
The increasing number of non-English speaking people 
who have settled in the Commonwealth of Massachusetts 
during the last fifteen years has made bilingual education 
extremely important for the educational process. These 
immigrants, possessing different cultural values and a 
different language, are unable to understand and take 
advantage of the educational system and the American way 
of life. Students face great difficulty when they enter 
the regular public schools because the programs are geared 
to satisfy the needs of English dominant American children. 
Massachusetts recognized that regular classrooms where 
instruction is given only in English are inadequate for 
the education of children whose native tongue is a language 
Massachusetts passed a law in 1971 to 
other than English. 
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establish bilingual programs in communities where there are 
twenty or more students of one linguistic group in order 
to meet their needs and to facilitate their assimilation 
into English-dominant society. To achieve positive results 
in bilingual education it is necessary to have a good 
program of studies and trained personnel to carry out the 
program. This program should be adjusted to meet the 
student’s needs in such a way that he/she will be able to 
acquire the required skills to compete favorably with his/ 
her peers in the standard program. 
The Massachusetts Department of Education insures 
equal employment, educational opportunities, affirmative 
action regardless of race, color, creed, national origin, 
or sex, in compliance with Title IX, or handicap, in 
compliance with Section 504. The Transitional Bilingual 
Education Law, Chapter 71A, was the first mandatory act 
nation-wide. This fundamental document attempts to 
guarantee equal education to all linguistic minority children 
and was the result of four years of hard work by many 
citizens, educators, politicians, the Massachusetts Teachers 
Association and the Massachusetts Department of Education. 
This legislation is based on "The Way We Go To School," a 
report by the Task Force of Children Out of School, as 
well as on many studies which repeatedly indicated that 
linguistic minority children have been two or three grades 
behind their age level in the Commonwealth schools as 
well as throughout the nation. 
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In a bilingual education program the medium of 
instruction for all required courses must be in the stu¬ 
dent's native language initially, and to an increasing degree 
in English. Every local school committee has the obligation 
to conduct an annual census to determine the number of 
children who will receive bilingual education. The census 
should be conducted before March first of each year. The 
school committee is responsible for the development of the 
bilingual education program, where there are more than 
twenty children of limited English language proficiency. 
The school committee is obliged to notify the parents or 
guardians of their child's enrollment in the program no 
more than ten days thereafter. 
The State reimburses the school districts for extra 
expenses in the education of bilingual children. Chapter 
71A then provides an additional source of funds for the 
education of students of limited English-speaking pro¬ 
ficiency . 
Bilingual Education in Worcester 
Worcester is one of the most important cities in Central 
Massachusetts and it has immigrants from many parts of the 
world. Among its immigrants the Spanish-speaking population 
about 12,000. Within the is a large component, numbering 
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Spa.ni.sh population ws find that about 80 p©rcsnt are from 
Puerto Rico, 13 percent from Cuba and the remaining 7 
percent from other Latin American and Caribbean countries.^ 
Prior to 1970 there were no bilingual education pro¬ 
grams in the Worcester Public School System for children of 
limited English-speaking ability. At that time, there was 
only a program funded by Title I, called the English Master 
Program which provided a variety of services for these 
children. These services included tutoring in English as 
a Second Language, reading, mathematics and social studies. 
In September, 1972, a Bilingual Program started at 
Adams Street Transitional School, where there were eight 
classrooms available. Parents went along with the idea 
of sending their children to Adams Street School, despite 
the inconvenience of having children bussed there. The 
School Department provided the transportation. 
Since its startup in 1972, the bilingual programs 
have been expanded and offered in many schools in the city 
of Worcester. During 1976-1978 those schools located close 
to the Hispanic community saw an increase in the number of 
students in the bilingual program. In 1978, a reorganization 
was required to alleviate over population of minorities in 
those schools. To correct the problem, minority children 
were bussed to other schools out of their community. This 
plan worked for about three years, but the imbalance of 
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minority children was still present. Imbalance of minority 
children is defined as ’’the condition of a public school in 
which more than 50 percent of pupils attending the school 
are non-white.” 
In 1981 the State Department of Education questioned 
the Worcester Public Schools for not having a balanced 
population in schools. Bilingual programs were moved to 
other schools with the purpose of balancing the populations 
while maintaining a program with classes from K to 6 within 
the same school. The total number of students in the 
bilingual program during the year 1982-83 was 574. 
Bilingual education is presently being implemented at 
both the elementary and secondary level and in the Head 
Start programs. There is also a bilingual program at the 
post-secondary level sponsored by Quinsigamond Community 
College. The majority of the students being served by the 
bilingual education program in the city of Worcester (79 
percent)are Puerto Ricans and the rest are Vietnamese and 
5 
Greek. Community representatives and parents are 
presently providing "Cultural Awareness" programs for the 
teaching staff in regular public schools. 
Despite the fact that the Worcester Public Schools 
voluntarily provided bilingual services in the early 1970's, 
prior to the enactment of the Bilingual Act, full 
implementation of its specifications has not yet been 
Improvement and expansion of services has been achieved. 
curtailed due to financial cutbacks. To provide for every 
aspect called for in the Bilingual Act would be extremely 
costly and totally out of the range of the school budget. 
Massachusetts Chapter 766 
Public Law 94-142, Section 504 of the Basic Civil 
Rights Act and in Massachusetts, Chapter 766 provide equal 
educational opportunities for the exceptional child. Among 
the principles of special education, the most important is 
to acknowledge the exceptional child's right to participate 
as much as possible in the general environment of the school 
and community. Special education must provide the 
opportunity for children with special needs to develop to 
their fullest potential, be it intellectually, emotionally, 
physically or otherwise. These opportunities must be 
provided in the least restrictive environment with movement 
allowed to lessen restrictions as the child is able to 
successfully compete in those programs. Each special needs 
child is placed in any program according to the prototype, 
or the same basics as other children, for the auxiliary, 
supportive and remedial services that are provided as part 
of the regular educational program. 
According to Chapter 766, the prototypes are: 
502.1 Regular education program with modification. 
The child is designated to a regular education 
program. The special education teacher shall 
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monitor the child's needs in order to assist 
the regular education program. 
502.2 Regular education program with no more than 
25 percent time out of regular classroom in 
each school day. 
502.3 Regular education program with no more than 
60 percent time out. 
502.4 Substantially separate program. The child with 
this prototype receives class for most of the 
subjects in the Resource Room and could be 
integrated for gym, art, music and lunch, 
depending on the individual case. 
502.5 Day School Program. The child shall be placed 
at a facility other than public school regular 
education facility. 
502.6 Residential School Program. The child shall 
be placed in a program at a facility other than 
a public school regular education faciltiy and 
shall live in such a facility. 
502.7 Home, Hospital, Regional Adolescent Program. 
502.8 Program for children ages three and four. 
502.9 Diagnostic Program. 
502.10 General provisions applicable to more than one 
prototype. 
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502.11 Programs for children in need of Special 
Education who are sixteen through twenty-one.6 
Special Education for Spanish-Speaking 
Children in Worcester, Massachusetts 
The Massachusetts Department of Education has for many 
years pursued and supported efforts to insure equal 
educational opportunity for racial, linguistic and cultural 
7 
minorities as well as female and handicapped students. 
For that, the Department of Education has worked with public 
school systems in order to identify and remedy possible 
violations of General Law Chapter 71B, Section 6, Prima 
Facie Denial of Equal Education Opportunity. (The title 
speakes for itself.) This statute prohibits disproportionate 
enrollment of minority students in special education 
programs. 
Despite these regulations and protections, there is 
still a large number of minority children within special 
education programs. The issue under double jeopardy is a 
complex one. Even though it is true that more minority 
children are placed in special education programs and that 
many may not need the programs, there must be care taken 
that the children who need the services are not denied them 
because of fear of non-compliance with existing regulations. 
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The number of Spanish—speaking children being referred 
for special education in the Worcester area is increasing 
rapidly since the implementation of the new Special Education 
Law, Chapter 766, M.C.G.L. 71B. In the beginning, teachers, 
counselors, and parents were not, apparently, well-informed 
about alternative education programs that already existed 
for children with special needs. Before Chapter 766, only 
the Spanish-speaking children considered mentally retarded 
were recommended for special education and therefore, were 
separated from the so called "normal" children. Parents 
were reluctant to accept placement of their children into 
"special" classes. 
Then Chapter 766 was implemented in the Worcester 
Public Schools and made big changes which were, in most 
cases, beneficial to the children. Presently, there are 331 
Spanish-speaking children in the local elementary and 
secondary schools housing special education programs. Of 
these only twenty-eight are served by bilingual special 
education teachers (all at the elementary level). 
Bilingual and Special Education—Putting it Together 
Neither program alone—regular bilingual nor regular 
special education--could satisfy the needs of the bilingual 
special needs student. If placed in the bilingual classroom, 
the child could be understood but the teacher is not 
prepared to satisfy his/her special needs. If placed in the 
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regular special education classroom, the teacher is 
qualified to address the child’s impairment, but not able 
to communicate because of the language barrier.8 
The reason why bilingual special education is important 
for children who do not speak English or have limited 
English proficiency is because they face two obstacles: 
language barriers and their impairment. Bilingual special 
needs students require acceptance as individuals, with a 
distinct culture and background, recognition of their 
limitations and potential, understanding of their unique 
needs and knowledge of the programs which may overcome 
those needs. 
According to many studies, children learn better when 
they are taught in their native language, with considera¬ 
tion given to their culture, as it has been observed by 
many researchers. "Teachers must keep in mind that for 
learning to take place, instruction must take place in the 
child's native language." "When students understand the 
language used in instructions, they can perform properly. 
Therefore, it is assumed, that all language used in given 
instruction has been previously learned or is clearly 
defined."10 "A minority student who is confident and 
organized in his more intimate primary group membership 
relates more positively both to school and society (both 
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of which are majority dominated) and, as a result, profits 
more from schooling."1'1 
There are other reasons why it is very important to 
learn in both languages. The child's native tongue is a 
vehicle to communicate with his/her own family, with his/ 
her community, or in case there is a need to go back to 
their home country. The second language is the way to 
communicate to the world outside of their community. 
The law now guarantees minority language children with 
special needs, equal access to education. For that reason, 
special education and bilingual education must come 
together within the administrative structure of the school 
system to provide in practice what the law requires. 
Regarding moderate special needs children in Worcester, 
Bilingual and Special Education Departments share responsi¬ 
bility for the welfare of the child. The Department of 
Bilingual Education is responsible for identification of 
children with limited English language capabilities, special 
needs, prereferral and referral of those children and pro¬ 
viding services of English as a Second Language to them. 
The Director of Transitional Bilingual Education, in 
cooperation with other departments, will ensure that 
consultants and translators are utilized to service children 
with special needs from language groups other than English, 
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The Department of Child Study is responsible for the 
assessment of the child and home to be conducted by bilingual 
psychologists and school adjustment counselors, using the 
established referral procedures. Psychologists should 
consult the Bilingual Education Office before administering 
evaluations to Hispanic students to determine the level of 
proficiency of that student in the English language. All 
Hispanic students of limited English proficiency should be 
evaluated in Spanish. Every such student referred to the 
Child Study Department for referral must be evaluated by a 
bilingual psychologist. 
The Department of Special Education will ensure place¬ 
ment, provice services and monitoring to the Hispanic 
student. The students identified as Lau categories A or B 
will be assigned to the appropriate bilingual resource room, 
if designated a special student. If the student is 
identified as Lau category C, he/she will be administered 
the IDEA test to determine language dominance. Services 
will be provided as a result of the language assessment. 
The service may be English as a Second Language instruction, 
Bilingual Resource Room or other appropriate service. The 
individual education plan of the student determined to be in 
need of language assistance will be reviewed annually., 
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The Problem 
Teachers in bilingual/special education classrooms in 
Worcester face the enormous task of having to educate their 
children with materials that they know are not relevant to 
the students’ needs nor to their culture. The best 
approximation to adequate materials and curriculum are 
translations originally designed for a different population 
(ethnic and cultural). Being one of those teachers this 
researcher initiated the action research project which is 
the object of this study. 
The focus of this dissertation will be the design of an 
early intervention curriculum for Puerto Rican bilingual 
young children with moderate special needs. The design 
of the curriculum will follow Hilda Taba's suggestions for 
course development (1962). 
Purposes of the Study 
When this researcher came to this country her immediate 
interest was education, specifically the services Hispanic 
children were not receiving at that time. The Hispanic 
special needs child in Massachusetts was more or less a 
"non—issue" then. They were not capable of adjusting to a 
hihgly impersonal educational system into which they were 
placed. In that situation, there was literally "no hope" 
that a child would ever join the mainstream of students, 
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l©t alone be a successful member of American society. It 
was at that time this researcher became involved in working 
with bilingual young children with moderate special needs 
and every day she is more aware of the necessity for a good 
program for these needy children, taking into consideration 
their history, culture and language. A relevant and 
meaningful program is essential for the effectiveness of any 
school system to address the needs of different ethnic 
backgrounds, especially Puerto Rican children. Each child 
is not only a unique individual, but also represents a 
unique learning style compared to other special needs 
children; therefore, they need a specially designed educa¬ 
tional approach to their problems. For that reason, this 
study will concentrate on developing a curriculum designed 
to be used with young Puerto Rican children with moderate 
special needs. 
The main objectives of this study are: 
1. To inform educators and administrators about the 
techniques of teaching bilingual young children 
with moderate needs. 
2. To provide information for special and bilingual 
special education teachers about the importance 
of early education in their own language for 
faster mainstreaming of these children. 
3. To design a curriculum that: a) truly meets the 
needs of bilingual young children with moderate 
19 
needs, b) adequately prepares the students to 
advance in their education. 
Deliminations of the Study 
This study will deal only with: 
- Bilingual Puerto Rican four, five and six year 
old children with moderate special needs whose 
first language is Spanish. 
- The area of the curriculum to be designed will be 
language arts and arithmetic readiness integrating 
skills of social living, and knowledge of Puerto 
Rican culture. 
Significance of the Study 
There is a tremendous variety of handicapping 
conditions among Puerto Rican students. A study conducted 
by Ena Nuttall (1983) showed that there is no curriculum for 
bilingual young children of moderate special needs whose 
first language is Spanish. To date, this researcher has 
been unable to locate any materials geared toward this 
target population. 
The aim of every educational institution is to prepare 
its students to be a useful part of society. Therefore it 
is the duty of every educational institution to produce, 
20 
organize and impart knowledge that will effectively prepare 
the students to live within the society. It is important 
especially to prepare children with special needs for as 
productive a participation in society as possible to 
alleviate the burden on parents and the government for their 
economic upkeep. 
Curriculum provides an organized educational process 
through which children acquire skills. The more efficient 
the planning, organization and transmission of knowledge, 
the better the opportunities for learning that it will 
provide. The curriculum hereby designed for bilingual young 
children with moderate special needs can be geared toward 
all educators of special needs students who think about 
improving their teaching with the idea of better preparing 
the students for today's society while taking into account 
their culture and heritage. 
This new curriculum will maximize the efficiency of the 
learning process and the didactic approach. It will also 
increase the child’s self esteem and confidence which will 
generate feelings of security. 
Assumptions of the Study 
1. There is a tremendous need for a curriculum for 
the early education of bilingual children with 
moderate needs. 
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2. The existence of this curriculum will benefit 
bilingual young children with moderate needs. 
3. Bilingual special educators will very likely 
utilize a curriculum developed for this special 
target population. 
4. If the curriculum is implemented, significantly 
improved results can be expected. 
5. After exposure to this curriculum in their native 
language, students will be able to transfer 
reading skills into the second language more easily. 
Definition of Terms 
Special education—is "specially designed instruction, 
at no cost to parents or guardians, to meet the unique 
needs of a handicapped child, including classroom instruc¬ 
tion, instruction in physical education, home instruction, 
12 
and instruction in hospitals and institutions. 
Handicapped or special students—are"mentally retarded, 
hard of hearing, deaf, orthopedically impaired, other 
health impaired, speech impaired, visually handicapped, 
seriously emotionally disturbed, or children with specific 
learning disabilities who, by reason thereof, require 
special education.^ 
Exceptional child—is " a child who deviates from the 
average in mental characteristics, sensory abilities, 
22 
neuromuscular of physical characteristics, social or 
emotional behavior, communication abilities, or that 
possesses multiple handicaps to such an extend that he or 
she requires a modification of school practices, or special 
education services, in order to develop to his/her maximum 
14 
capacity. 
Special education—exists "when it is necessary to alter 
the educational program in order to serve the child's 
15 
needs." The term Special Education "includes everything 
which is required to provide to a child in need of special 
education pursuant to the Individualized Education Plan for 
16 
such child." It is a program of education which changes 
in response to the child's needs and fills the needs in 
order to correct or alleviate individual problems. 
Handicapped—is "a person who is mentally retarded; 
hard of hearing; deaf; speech impaired; other health 
impaired persons with specific learning disabilities and 
who, for some reason, require special education and 
related services; cannot succeed in the regular education 
program without special educational assistance; or require 
..17 
a modified education program." 
Gifted and talented—are "those persons who can be 
identified by professionally qualified people as showing 
high performance and demonstrate achievement in general 
intellectual ability, creative or productive thinking. 
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specific ability, visual and performing arts, and psycho- 
I O 
motor abilities.” 
Mental retardation—’’refers to subaverage general 
intellectual functioning which originates during develop¬ 
mental periods and is associated with impairment in 
, 1 Q 
adaptive behavior.” 
Hard of hearing—is a child who has problems with 
his/her hearing; they have ability to acquire speech and 
language hearing. 
20 Deaf child—is "a child who never hears speech.” 
Visually handicapped child—is one who has narrowness 
of visual field of visual acuity. 
Speech impairment—it is generally accepted as any 
speech which draws unfavorable attention to itself, 
whether through unpleasant sound, inappropriate to the 
age level or interference with communication. 
Emotional disturbance or behavior disorder—is "a 
deviation from age-appropriate behavior which significantly 
21 
interferes with the child’s own growth and development.” 
Neurologic impairment—are "those who have health 
problems which interfere with normal functioning in a 
22 
regular classroom.” 
Mainstreaming—"refers to the temporal, instructional, 
and social integration of eligible exceptional children 
with normal peers based on an ongoing, individually 
24 
determined educational planning and programming process 
and requires clarification of responsibility among regular 
and special education administrative, instructional, and 
supportive personnel." 
Children of "limited English-speaking ability"—are: 
1. Those who were not born in the United States, whose 
native tongue is other than English and who are 
incapable of performing ordinary classwork in 
English. 
2. Children who were born in the United States of 
non-English speaking parents and who are unable 
to perform ordinary classwork in English. 
Bilingual or bilingualism—refers to the knowledge 
and use of two languages by the same person in his/her 
24 
daily conversation. 
Bicultural program—is a "program that emphasizes two 
cultures." In the case of Hispanic children, it will be 
the dominant American-Anglo culture as it exists in the 
United States today, and the less dominant culture (Puerto 
Rican culture) that non-English speaking children absorb in 
25 
their homes and communities. 
Bilingual education—is "the concurrent use of two 
languages as a medium of instruction for a child in a given 
school in any or all of the school curriculum except the 
, 26 
actual study of the language themselves. 
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Bilingualism—"is an ability of an individual to 
communicate in at least two languages." 
Culture—is "an ethnic identity system, an integral 
part of the child's development and social frame of 
reference, and it plays an important role in facilitating 
learning." 
Biculturalism—is "an ability of a person to practice 
cultural characteristics found in at least two distinct 
cultures." 
Bilingual-bicultural education—is "instruction 
using the native language and culture as a basis for 
learning subjects until second language skills have been 
developed sufficiently." 
Learning—is "a change in behavior that occurs as a 
27 
result of experience." 
Language—is "a vehicle for communication, a means to 
2 8 
learning throughout the total program." 
Program of bilingual education—is "a program of 
instruction, designed for children of limited English 
proficiency in elementary or secondary schools." 
Limited English proficient child—is "any child whose 
primary language is not English and also has difficulty 
functioning in the classroom because of the language. 
26 
Bilingual transitional education—is "the medium of 
instruction of all required courses, shall be in the 
student's native language initially and then to an 
29 
increasing degree in English." 
Curriculum—is "the set of knowledge, values and 
experiences planned, organized and set apart to be 
implemented in one or more subjects of an educational 
institution." Curriculum is the delineation and order of 
30 
concepts which are tobe taughtinthe content of instruction. 
Administrator of special education—is "a person in 
charge of all special programs and services in the school 
system. 
Advocate—is "a person, other than an employee of the 
school or the state, who will support you during the 
32 
evaluation process." 
Assessment—is "either a test, or observation, which 
33 
describes your child's ability in a specific area." 
Evaluation—is "a group of tests and assessment 
describing what your child can do that provides the basis 
34 
for developing his/her individual educational plan." 
Evaluation team—is " a group of specially trained 
people who, along with you as a parent, will find out what 
your child can do, what areas he or she is having difficulty 
with, and what the child needs to learn better and to 
,,35 
participate in school and at home. 
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Evaluation team chairperson—is "the member of the 
Evaluation Team who runs the meetings that are part of the 
evaluation process. He or she is responsible for 
organizing all forms and materials needed for your child’s 
evaluation and helps to choose and contact any needed 
specialist. 
Diagnosis/diagnostic—is "an effort to find the cause 
of a problem by looking at the child and results of 
*37 
tests." 
Individual Education Plan (IEP)—is "the plan 
prepared by the Evaluation Team which describes any special 
needs your child has and outlines the educational programs 
38 
and services which will be provided to meet those needs." 
Educational objectives—are "specific goals toward 
which your child will be working: for example, tying shoes, 
passing the high school equivalency test, or adding a 
39 
certain number of reading words." 
Prototype—is "a type of educational program, defined 
by the amount of time your child spends outside the regular 
• • n I_ -I ,,40 
classroom in order to receive special help. 
Least restrictive prototype—is "the program which, 
to the maximum extent appropriate, allows a child to be 




Psychological test—is "a test given by a psychologist 
to evaluate the level and style of your child's learning."42 
Referral—is "a request to have a child evaluated; 
the step which begins the evaluation process for your 
child."43 
School representative—is "any person who is on the 
education staff of the school department, including a 
44 
teacher." 
Screening—is "a brief process to find out if further 
_ . 45 
evaluation is necessary." 
Special class—is "a program in which your child 
receives services that cannot be provided in a regular 
, ,,46 
class." 
Specialist—is "a person specially trained in any 
field that may relate to your child such as a psychologist, 
47 
speech therapist, physician, etcetera." 
Person having custody of a child—is "a person who has 
been legally appointed to act in the best interest of the 
. m48 
child." 
Surrogate parent—is "a person assigned to act on 
educational matters on behalf of a child who has been 
referred for an evaluation or is in need of special 
education when no parent can be identified or discovered 
49 
after reasonable efforts." 
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Liaison—is "the member of the evaluation team who 
is designated by such team to perform the functions of 
monitoring the child's progress toward reaching the goals 
set in the IEP, make connection between administration and 
50 
home for any movement of child." 
RAC—is "Regional Advisory Council" which consists of 
at least sixteen members, half of the members shall be 
parents of the children who are enrolled in special 
education programs, a public school teacher teaching 
children in regular education program, a public school 
administrator, etcetera.^ 
Regional review board—is "the board established in 
52 
each Executive Office of Human Services region." 
30 
ENDNOTES 
Theodore Anderson and Mildred Boyer, Bilingual 
Schooling in United States (Southwest Educational 
Development Laboratory, Austin, Texas, 1970), p. 1. 
2 
Victoria Bergin, Special Education Needs in 
Bilingual Programs (National Clearinghouse for Bilingual 
Education, 1980), p. 8-9. 
3 
Theodore Anderson and Mildred Boyer, p. 49. 
4 
Worcester Youth Guidance Hispanics Program, 
Cross-Cultural Workshops at St. Nicholas Ave. School, 
Worcester, Massachusetts, June, 1983. 
5 
Interview with Director, Transitional Bilingual 
Education Office, Worcester Public Schools, Worcester, 
Massachusetts, March 1984. 
^Massachusetts Board of Education, Division of 
Special Education Regulations 766 (Bureau of Educational 
Information Services, Massachusetts Department of 
Education, July 1981), p. 50. 
7Bureau of Program Audit and Assistance, Procedures 
for Monitoring Prima Facie Denial of Equal Education 
Opportunity in Special Education (Division of Special 
Education, Massachusetts Board of Education, 1981), 
Introduction. 
8Victoria Bergin, p. 2-3. 
^Administration for Children, Youth, and Families 
(DHEW) Bilingual/Bicultural Preschool Projects Conferenqe, 
November 15-18, 1977, (Washington, D. C., November, 1977), 
p. 6. 
10Joyce Lewallen, A Galaxy of Games and Activities 
for the Kindergarten (West Nyack, New York: Parker 
Publishing Company ,—Inc., 1978), p. 17. 
31 
Noel Epstein, Language, Ethnicity, and the Schools 
(Institute for Educational Leadership: The George 
Washington University, 1977), p. 68. 
12 
Joseph Ballard, Public Law 94-142 and Section 504 - 
Understanding What They Are and Are Not (Governmental 
Relations Unit, The Council for Exceptional Children), 
p. 1. 
13t, . , Ibid., p. 1. 
14 Samuel Kirk, Educating Exceptional Children, 
(Boston: Houghton Mifflin Company, 1972), p. 4. 
■^Ibid . , p. 5 . 
Massachusetts Board of Education, Division of 
Special Education, p. 3. 
17Lucille Campbell-Thrane, Let's Find the Special 
People: Identifying and Locating the Special Needs 
Learners, (Ohio State University, Columbus. National 
Center for Research and Vocational Education. Washington, 




Samuel Kirk, p 
Ibid., P- 257. 
Ibid., P- 389. 
'Ibid. , P. 349. 
^Rodney Mulock, 23 
24Esperanza Medina-Spyropoulos, Significant Factors 
in the Development of Curricula for Bilingual- 
M.il t^nilturalPPreschool Childr'iW (Development Associates, 
Inc Washington, D.C.: Utiice of Child Development 
(DHEW), Washington, D. C., 1975), p. o- 
32 
25 
Marcia Bernbaum, Early Childhood Programs for 
Non-English Speaking Children (ERIC Clearinghouse on 
Early Childhood Education, University of Illinois, U. S. 
Department of Health, Education and Welfare, Washington, 
D. C.: Government Printing Office, 1972), p. 2. 
26 
A. Bruce Gaarder, "Organization of the Bilingual 
School," Journal of Social Issues, 23 (1967), 110-120 as 
quoted by Vera P. John and Vivian M. Horner, Early 
Childhood Bilingual Education (The Modern Language 
Association of America, 1971), p. 167. 
27 
Katherine Read, and June Patterson, The Nursery 
School and Kindergarten (Holt, Rinehart and Winston, 
1980), p. 247. 
28 
Esperanza Medina-Spyropoulos, p. 5. 
29 Bureau of Transitional Bilingual Education, p. 8. 
30 
Victoria Bergin, p. 29. 
^Massachusetts Board of Education, Division of 
Special Education p. 4. 
32Ibid., P- 1. 
33Ibid., P- 24. 





36Ibid., P- 26. 
37Ibid., P- 15. 
38Ibid., P- 26. 
39Ibid., P- 26. 
40Ibid., P- 50. 
33 
41Ibid., P. 1. 
42Ibid., p. 13. 
43Ibid., P-' 13 
44Ibid., p. 1. 
45Ibid., P- 9. 
46Ibid., P- 3. 
47 Ibid. , P- 3. 
48Ibid., P- 2. 
49Ibid., p. 3. 
50Ibid., p. 2. 
51Ibid., p. 2. 
32Ibid. , p. 3. 
CHAPTER II 
REVIEW OF THE RELATED LITERATURE 
AND RESEARCH 
Overview 
This chapter includes theoretical positions from 
various studies focusing on early education curriculum 
developmentusing native language and culture. These 
theoretical premises support the conceptualization of this 
curriculum. Specifically, it includes studies which were 
carried out in several sites through this country teaching 
bilingual Hispanic children with special needs in their 
mother tongue. 
Theoretical Background 
Education is not static, it tends to follow the pace 
of the time. Different concepts govern the kinds of 
educational experiences that are advocated for special needs 
children. The concept of childhood as a distinct period of 
life, worthy of consideration in itself and necessitating 
institutions to nurture it, is, as Phillipe Aries has 
shown, a relatively modern idea. 
Evelyn Beyer offers a light-handed survey of concep¬ 
tions of the child that have influenced education, 
34 
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especially of young children. In the early years of the 
Industrial Revolution in England, children whose mothers 
were working in the textile mills were gathered in large 
groups to learn the Bible and the alphabet. The guiding 
principle was that children have souls that must be saved. 
Lather the Macmillan sisters saw that children's bodies also 
need care, and teaching health habits became part of the 
curriculum. The Europeans who promulgated the idea that 
children have minds are Pestalozzi, Froebel, Rousseau, and 
Montessori. In this country John Dewey, by developing the 
concept that children learn through experience, gave status 
to the role of experience in cognitive development.1 
Present day theory presumably represents an amalgam of 
these ideas; seeing the child as having a soul, a body, a 
mind and feelings. Furthermore, viewing that child as a 
unique individual. 
Lawrence Kohlberg defines three broad streams of 
educational thought which vary from generation to generation 
in their statement. The first is termed a "maturationist 
stream. "What is most important is that which comes from 
within him and therefore the pedagogical environment should 
be one which creates a climate to allow inner 'good to 
unfold and inner 'bad' to come under a control of inner 
„2 
good, rather than to be fixated by cultural pressures. 
The originator of this maturationist theory is Rousseau 
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and the followers are Gessell, Freud, A.S. Neill's 
Summerhill, Dennison and Gattegno, who argue that the 
adult’s role is primarily not to impede children’s learning, 
the adult role is to facilitate and inform, but stay out 
of the way. 
The second stream is "cultural training." What is 
important in the development of the child is his learning 
of the cognitive and moral knowledge and rules of the 
culture to the child through direct instruction. The 
supporters of this view were John Locke to Thorndike, 
Watson, Skinner; the current are Bereiter and Engelman 
and Rushell. General American education follows a 
3 
"cultural training." 
The third stream of educational thought is the 
"cognitive-developmental" or "interactional" view, which is 
based on the premise that: 
cognitive and affective structures which education 
nourishes are natural emergents from the interaction 
between the child and his environment under conditions 
where interaction is allowed or fostered.4 
Cognitive-developmental stream is making impositions 
in education for preschool and elementary school. Many 
writers have discussed the relevance of Piagetian theory 
to educational practice. In the broadest terms, Piaget's 
theory of cognitive development deals with the qualitative 
changes in cognitive structure from birth to adulthood in 
5 
an ideal generalized case. 
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Piaget provided a schematic description of the normal 
child's stages of development. 
1. The two years of life are called the sensorimotor 
period. During this period children learn through senses 
and movements and by interacting with physical environment. 
2. Piaget called the next five years of life, ages 
two to seven, the preoperational stage. During this stage 
children make intuitive judgements about relationships and 
also begin to think with symbols. Languages become very 
important, and children use symbols to represent the 
concrete world. 
3. The period occurring between ages seven to eleven 
is called the concrete operations stage. Children are now 
able to think through relationships, to perceive conse¬ 
quences of facts, and to group entities in a logical fashion. 
4. The fourth stage, that of formal operations, com¬ 
mences at about age eleven and reflects a major transition 
in the thinking process. Children now have the capacity 
to work with abstractions, theories, and logical relation¬ 
ships without having to refer to the concrete. According to 
Piaget the transition from one level to next step involves 
maturation and are sequential and hierarchical. It is 
important that a child be given opportunities to stabilize 
^ 6 
behavior and thought at each stage of development. 
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Research has been going on for a long time on the 
importance of the early years of life because the early 
years are years of experience getting and must not be 
considered an opportunity to put pressure on the very young 
for formal learning. Benjamin S. Bloom demonstrated through 
his long years of research that: 
. . . the most rapid period of development appears to 
be the first five years of life, with which this 
researcher agrees. This researcher also agrees with 
his statement that early identification and placement 
of bilingual children with moderate special needs 
will be more beneficial than ignoring their impair¬ 
ment year by year, something which could seriously 
damage the child.7 
According to Samuel Kirk's study, intervention at age 
two is more effective than at age four, and that inter- 
8 
vention at age four is more effective than at age six. 
The early identification and placement of moderate 
special needs bilingual children may increase the outcome of 
I.Q. tests because early intervention can ameliorate their 
limitations. This early intervention not only will be 
beneficial for the child but also for the parents as well 
as government, because special needs children will be able 
to participate in their own school and community to the 
greatest extent possible. The parents will benefit because 
the child may need a less restrictive environment at home 
and outside. The government would benefit because the 
child can participate in some type of job and become 
independent later on. 
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An important step to be considered before referring a 
child for a special education evaluation is consideration of 
the modifications made within the regular program to assist 
a child with special problems. For example, a child who 
cannot copy from the blackboard may have to be moved to 
the front of the class, or a child who has asthma which in 
the fall or spring gets worse may have to be kept in the 
class during recess time and not exposed to humidity, or if 
the child is under medication that may make him/her very 
active, the child could be given a short task. Small 
changes within the regular classroom may remedy a child's 
difficulty and eliminate the need for special education 
evaluation and placement. The sad thing about these place¬ 
ments is that as soon as those children are labeled special 
education, it is very difficult for them to exit from these 
9 
programs. The reason for this is that the regular class¬ 
room teacher often does not understand that these children 
are able to mainstream into the regular classes. Also, some 
teachers reject children who have been in a special class, 
they feel that these children do not belong with them. 
The field of early special education research has 
grown during the past decade due to the awareness that 
special needs children should be identified as soon as 
possible. The evidence shows that I.Q. alone does not 
determine a child's ability to learn0 There are other 
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factors to be considered such as environment and socializa¬ 
tion which have a great effect on how a child develops 
intellectually, emotionally and physically. Another im¬ 
portant factor is evaluation or assessment of a child's 
capability. The final thing to point out is the construc¬ 
tion of individualized programs designed to meet a child's 
particular needs; because for some children, special and 
separate classrooms are the best environment in which they 
can learn. Others may get benefit from resource rooms that 
supplement regular classroom instruction.1*1 
The approach of the 1980's in special education in 
our democratic society is the resource room which is 
designed for the moderate special needs child. As such, 
the new philosophy of the special education is "mainstream¬ 
ing," a word which recently was included in the literature 
in this field. This new idea gives a different approach 
to the moderate special needs children, who can be educated 
in any regular public school with suitable programs and 
facilities. This model is providing an educational program, 
through the utilization of all school resources.11 In this 
way all children are served without making any feel 
different. The Resource Room gives educational 
opportunities to those special needs students under 
Chapter 766. The main idea of the Resource Room is to 
integrate special needs children when possible into the 
regular classroom setting. 
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There do still exist, nevertheless, some special 
schools for the handicapped; however, referrals to these 
institutions are decreasing. Public school systems are 
assuming this educational responsibility with the help of 
the state and federal financial aid. This researcher is in 
full agreement with the philosophy that the education of 
moderate special needs children belongs within the 
communities' local school facilities where others come to 
understand and accept these exceptional children through 
exposure in the learning enviornments. It is beneficial 
for all to resist the previous system of segregation and 
isolation in favor of a more democratic and integrated 
system which accurately reflects the population in any 
given community. 
Today, in the United States, as well as in 
Western European countries and the Soviet Union, provisions 
for the education of exceptional children are relatively 
universal.12 In spite of the advances for exceptional 
children made in this country, in some parts of South 
America, it is still very difficult to implement these 
concepts. 
The year 1982 was named the International Year of 
for further awareness and progress in such Disabled Persons 
42 
areas as unemployment, education access, recreation and 
social activities, rehabilitation and prevention.^ But 
the effort should never stop in order to open full 
opportunities in the interest of the disabled people and 
all Americans. In order to achieve full participation we 
need massive participation by disabled people and their 
parents. 
The Worcester Special Education Department is now 
hiring bilingual personnel to meet the needs of the above- 
mentioned children who have been placed in the special 
education programs. From this group of children, a good 
42% of them have been recommended to receive help in a 
separate Resource Room; 12% go into a class for emotionally 
disturbed children; 46% need learning disability tutoring 
14 
and the rest may be considered mentally deficient children. 
In general, most children placed in special education 
programs are not kept in their neighborhood schools 
because there are only two elementary bilingual special 
education teachers and two secondary bilingual special 
education teachers. 
Among the many reasons for referring a child for 
special education in Worcester the following are the most 
common according to this researcher's observations. 
a) Confusion in handling two languages at the same 
time. 
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b) Child is below grade level (reading and 
mathematics). 
c) Child does not have good reading skills. 
d) Child appears to have an emotional problem. 
e) Child refuses to do the classwork. 
f) Misbehavior in the classroom. 
g) Child seems to have a visual or hearing problem. 
h) Psychosomatic reactions. 
i) Others. 
This researcher feels that if teachers would try hard 
enough to help the children their needs, in some cases, 
could well be satisfied within the regular bilingual class¬ 
room. In a regular bilingual classroom, the maximum 
student-teacher ratio is 18 to 1 (single grade). That is, 
eighteen children with one teacher. If there are nineteen 
or more (up to twenty-five), there will be a teacher and a 
teacher's aide in the classroom. If there are more than 
twenty-five students in one classroom, it has to be divided 
into groups with two bilingual teachers. The small size 
of the classroom makes it feasible to give more 
individualized attention to the children and avoid referring 
them to special education classes unnecessarily. 
In order for a child to receive special education 
services, he/she has to have a referral and core 
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evaluation team and educational plan stating that he/she 
needs special education and explaining in detail the type 
of services to be provided before placement. 
According to the Double Jeopardy Report analysis of 
December, 1980, there are political, racial, and cultural 
biases which influence the decision-making process in 
special education placement. There are three critical 
decision-making steps for placement in special education: 
referral, evaluation and placement. 
Harvard researchers studied one hundred preschool 
children with a great variety of educational, ethnic, and 
socioeconomic backgrounds. They made two groups, half of 
these children were rated high in overall competence, 
"able to cope in superior fashion with anything they met, 
day in, day out." The other half had no physical or 
mental abnormalities, but were "generally over low 
competence." The researchers did not find much difference 
between the first graders in physical skills and abilities 
but they did pinpoint several abilities that distinguished 
the competent six-year-olds from those who had poor ability 
to cope with their surroundings (six-year-old's 
characteristics). 
MacNamara (1967) found that "problem-solving ability 
of bilingual children was poor when information was 
provided in their weaker language." He also found that 
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reading in the less dominant language took longer than 
reading in the dominant language. For that reason, it is 
much better to introduce readiness in the native language 
and then the process of reading can be transferred to the 
second language. Kaufman (1968) extended McNamara's 
findings in a study in which direct instruction in reading 
Spanish, when offered to Spanish-speaking retarded readers, 
had a positive effect on reading ability in English.15 
Gumperz (1967) stated: the common assumption that 
uneducated speakers of minority languages learn better 
when instructed through the medium of their own vernacular 
is not necessarily always justified. Instructional 
materials in the vernacular may rely on monolingual norms 
which are culturally alien to the student and linguisti- 
16 
cally different from his home speech. 
The issue concerning which language instruction should 
take place is far from being resolved according to the 
observations of some of the more publicized bilingual pre¬ 
school programs today. A majority of the programs begin 
with instruction in the child's dominant language before 
switching to instruction in English, and introduce a 
desired concept in the child's dominant language before it 
is introduced in English. 
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Researchers, such as Dugas (1967), Jensen (1962), 
and Hangan recommended that a second language, if taught 
before grade three, should be taught informally, an idea 
which this researcher fully agrees with. Also this re¬ 
searcher suggested that the two language learning contexts 
should be kept separate. Jensen, from a review of the 
literature, agrees that when two languages are taught, the 
teacher should be consistent in the sense that he/she 
should stipulate the time and place a given language will 
be used. Jensen said this view is very popular among 
early childhood educators and has wide applications in 
bilingual preschools, but there are still programs that 
mix two languages in one class, and in which the teacher 
17 
speaks both languages indiscriminately. 
The experimental study of Rita Weiss (1976-77), in the 
overall preschool and kindergarten data shows that IN class 
REActive Language treatment increases children's language 
development significantly as evidenced by the marked gains 
in experimental total test scores and in seven of the eight 
subtest scores. In the longitudinal experimental study 
(1977-80) there were findings that the experimental group 
required substantially fewer speech-language resource from 
(remedial reading and PCLD (Perceptual Communicative 
Learning Disabilities) and Retention-in-Grade special 
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services for the three years studied. This is evidence that 
INREAL demonstrated prevention effectiveness with the target 
population of mild-to-moderate early childhood handicapped 
18 
children. 
The Bilingual Early Childhood Program is designed to 
serve eighty 3 and 4 year-old children at Clovis (40) and 
Portales (40) who must have suspected educational handicaps 
as evidenced by satisfying the entering criteria. Most of 
the children leaving this program will be assigned to 
Title I programs; therefore, many of these children in 
this BECP will have two or three years of early learning 
experiences before entering the first grade. These 
children will have advantages over those who do not have 
any exposure to instruction. In order to provide authentic 
language culture models, teachers should be of Spanish 
, . 19 
descent. 
The Economic Opportunity Act of 1964 was the first 
evidence that the President and Congress of the United 
States had gotten the message. The Act made promises for 
a variety of opportunities but perhaps the most spectacular 
success was the Head Start Program. In the Summer of 1965 
Head Start programs were offered to help socio-economically 
disadvantaged children in order to acquire some of the 
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knowledge, habits and attitudes which would facilitate 
their successful adjustment to the school situation.20 
Characteristics of the Five Year Old Child 
Every educator must take into account the individual 
difference of children (physical makeup, socio disposition, 
etc.). Children feel impulses, respond to motivating 
forces and have fundmental needs to satisfy, even though 
they may not perceive them or manifest them in similar 
ways. 
Children in this age group need an environment that 
promotes their growth to the maximum of their potential. 
They need to feel loved and accepted by parents and 
friends and to experience success. 
Early experience influence children's reactions to 
21 
situations. Those who live in a less affluent environment 
have incorporated within their makeup values different from 
those of children reared in a higher socio-economic 
environment. If we wish to understand the children we 
want to teach, it is imperative that we understand the 
influence that the culture or subcultures in which they 
live have had in the development of their personality. To 
help children to develop fully, one must start at the level 
they are at and base further teaching on what the children 
already know. Logically then, teaching must start in the 
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native or dominant language, taking culture into account. 
Language and culture should not be separated.22 The 
educator has the responsibility of guiding the children to 
acquire the skills needed to evaluate and judge the content 
of subjects such as science, social studies, mathematics, 
art, etc. Children must be taught to explore new horizons. 
There are certain concepts relating to the development of 
children that can guide the educator in his/her task. 
Dr. Burton White, head of Harvard Research, arrived at 
23 
these conclusions. The most critical age in the develop¬ 
ment of superior, competent children is between one and 
three. The most crucial requirements for competent growth 
are freedom to explore in a safe environment and encourage- 
24 
ment and help in learning language. 
These are characteristics that mark a competent six 
25 
year old according to Harvard researchers: 
He/she is able to get and hold the attention of adults 
in socially acceptable ways, such as talking to them, 
showing them something, moving toward them, or 
touching them. 
He/she can use adults as resources when a task is 
clearly too difficult. He can get information or 
assistance in a variety of acceptable ways, without 
trying to get an adult to take over the task. 
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He/she can express both affection and hostility to 
adults and to other youngsters his/her age. 
He/she can lead and also follow other children his/ 
her age in a variety of activities. He/she can give 
suggestions, direct play, act as a model for others 
to imitate, and follow the suggestions of others. 
He/she is able to compete with other children his/ 
her age. 
He/she can take pride in his/her own achievements, in 
something he has created, possesses, or is doing. 
He/she can play-act an adult role or adult activity, 
or talk about what he/she wants to do when he/she 
grows up. 
He/she can make good use of language and grammar and 
has a good vocabulary for his/her age. 
He/she is aware of discrepancies, inconsistencies, 
and other kinds of irregularities in the environment 
and can talk about them, and can occasionally act on 
these inconsistencies appropriately. 
He/she can anticipate consequences and act on them or 
talk about them. 
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He/she can use abstract concepts and symbols, such as 
numbers, letters, and rules, in an organized way. 
He/she can put himself/herself in someone else's 
place and can show an understanding of how things look 
to another person. 
He/she can make interesting associations, relating 
scenes, objects, or discussions to past experiences. 
He/she has the executive ability to plan and carry out 
activities that involve several steps. 
He/she can use resources effectively, choosing and 
organizing people and/or materials to solve problems. 
He/can can do two things at once, or concentrate on 
one activity and still keep track of what is going on 
around them. 
In a study conducted by Olga Santos (1984) in two 
primary resource rooms in Worcester, Massachusetts, the data 
showed that the majority of the students were language 
deficient as demonstrated in the assessment results. 
Looking at special education referral forms she found that 
the majority of these students were failing in the skills 
which are dependent on language-concept development. That 
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is, they failed to acquire the essential skills to begin 
reading in their kindergarten and first grade experiences. 
This study clearly showed that these students needed reading 
readiness in their own language and culture. 
The Importance of a Curriculum for Bilingual Young Children 
With Moderate Special Needs in Their Native Language 
The aim of every educational institution is to prepare 
its students to be a useful part of society. Therefore it 
is the duty of every educational institution to produce, 
organize and impart knowledge that will effectively prepare 
the students to live within the society. It is important 
specially to prepare children with special needs for as 
productive a participation in society as possible to 
alleviate the burden on parents and the government for 
their economic upkeep. 
A curriculum provides an organized educational process 
through which children acquire skills and the more 
efficient planning, organization and transmission of know¬ 
ledge, the better the opportunities for learning that it 
will provide. This curriculum for bilingual young children 
with moderate special needs has been prepared for bilingual 
or educators who think about improving the teaching with 
the idea of better preparing the students for today's 
society while taking into account their culture and heritage 
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The importance of this curriculum is great because its 
approach is different from the traditional teaching methods, 
taking into account the limitations of this group of 
children in terms of learning and language. 
This new curriculum will maximize the efficiency of 
the learning process and the didactic approach. It will 
also increase the child's self-esteem and confidence which 
will generate feelings of security. 
The Importance of Parental Involvement for Early Education 
of Bilingual Special Needs Students 
Professionals who work with parents of culturally 
different students should be prepared to meet their needs 
for belonging. Communicating with parents of culturally 
diverse, gifted or handicapped children takes a lot of 
time. Educators must be guided by an appreciation of 
differences and faith in the concept of individualized 
instruction. 
Parents who find better means of helping a youngster 
satisfy his/her urgent need to explore, to look,to experi¬ 
ment, to try, to experience a variety of sensory stimuli 
will not only learn, but the child will be much happier 
. + 26 
and much more content... 
The most important thing for better learning is a home 
environment which accomodates every individual youngster. 
Children different greatly—so do parents and family 
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circumstances. Many long term research projects show that 
the child’s intelligence will develop to a higher degree if 
the attitude in the home toward him/her is warm and 
democratic, rather than cold and authoritarian. For 
example, the I.Q. of small children living in homes where 
parents were neglectful or hostile or restrictive decreased 
slightly over a three year period. But in homes where 
parents were warm and loving, where they took time to explain 
their actions, tried to answer questions, and were concerned 
about excellence of performance, there was an average 
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increase in I.Q. of about eight points. 
Dr. Wann finds parents who listen to their children, 
who talk with them about their ideas, and who provide 
experiences for developing further understanding provide 
a critical foundation for the development of their 
children’s ability to better translate those skills in 
other areas of their lives.^ 
A concerned educator and administrator must take into 
account the parents of their students for they are the 
primary force influencing the environment where the 
children live and grow. Many educators and administrators 
ignore parents who are illiterate thinking that they are 
not interested, not realizing that those same parents are 
the first and natural educators of the children. This 
55 
researcher feels very strongly about parental involvement 
in the program of the bilingual special needs student. 
Without them it is impossible to change behavior in their 
young children. 
Below are certain guidelines which facilitated 
implementation of a young children's program by Riley and 
„ 29 
Epps. 
1. Establish a good relationship, build parent pride. 
2. Invite and encourage observation and participation 
in the center. 
3. Guide the parent, through involvement in the 
program, toward increased understanding. 
4. Find out where parents' interest are stimulated. 
5. Schedule meetings at a time and place convenient 
to parents. 
6. Help parents discover hidden talents for greater 
participation. 
7. Utilize skills and talents of parents, steering 
them towards self leadership. 
8. Solicit support and the encouragement of "working 
idea" of parents and teachers. 
9. Make baby-sitting services and transportation 
available. 
10. In bilingual communities have interpreters and make 
communication available in both languages. 
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Schools must also open themselves up to the community 
and encourage the active participation of parents. Such 
endeavors, however, must go beyond the traditional 
"observer” or "socializing" roles. Indeed, parents must 
become educated, politicized, and involved in the total 
educational change process so that a cooperative learning 
community is established, a community which can agree upon 
present needs for changes and which can set in motion 
procedures for determining and meeting future needs. 
Parents stability is usually considered of great 
importance in promoting normal growth and development in 
children. But today the most challenging problem confront¬ 
ing bilingual educators has been the instability of the 
family. A survey made in 1961 indicated that immigrant 
children were a year or more retarded in school 
achievement.^ 
The Importance of Teachers for Early Education of Bilingual 
Special Needs Students 
Having set up the program with the support of the 
law and the cooperation of bilingual and special education 
administrators, what is really going to put it all together 
is the bilingual special education teacher. The teacher is 
the most important component in addressing the need of the 
Hispanic special needs student. The teacher needs not only 
57 
to be qualified in the field of special education, but also 
needs to be bilingual and possess bicultural awareness. The 
teacher needs to be very sensitive to the needs of the 
students and to their heritage and background. Teachers 
need to understand the nature and emotional makeup of the 
Hispanic bilingual child. They need to know that the 
Spanish child needs and wants reassurance and support to 
better learn and accomplish his/her task. Research con¬ 
ducted on this topic demonstrates that positive teacher 
attitudes are an important factor in the successful per- 
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formance of Hispanic students. 
Special education teachers, particularly the resource 
room teachers, need to maintain good rapport and frequent 
contact with regular classroom teachers who are instructing 
exceptional students for some given portion of the school 
day. 
Educators must be guided by an appreciation of 
dialectical deviations, a respect for cultural differences, 
and a faith in the concept of individualized instruction. 
If they provided a similar amount of help at both the 
cognitive and affective levels as they do when they work 
with American children, they would achieve the goal of 
developing a sense of community with the families of 
32 
culturally diverse gifted and handicapped children. 
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Teachers must take parents' attitudes toward the 
school as well as their expectations of the program into 
account. Rather than turning to family service agencies, 
social workers, or counselors, parents tend to seek their 
child's teacher's opinion or advice when confronted with 
problems. Teachers can promote positive interactions with 
parents by recognizing the multiple roles that parents of 
handicapped students have. 
Carter (1969) stressed that schools of education should 
promote active contact with Mexican-American communities, 
and that the school should emphasize the diversity of the 
cultural background of the Mexican-American children. The 
consensus is that teachers should try harder to understand 
the socio-cultural aspects of the communities in which they 
teach and that they should be aware of teaching styles of 
parents and capitalize on them. They must understand the 
emotional stability of the young non-English speaking 
children. Regardless of whether or not the orientation of 
the curriculum is bicultural, the teacher should 
demonstrate a positive attitude toward the child s culture 
and should not in any way give the idea that his/her 
33 
language or his/her culture is undesirable. 
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CHAPTER III 
PROPOSED CURRICULUM DESIGN 
This chapter incorporates the steps suggested by 
Hilda Taba (1962) for curriculum development. The steps 
are in the same basic order she recommended for developing 
a well-planned dynamic curriculum. Not only Taba's system 
is included, but also a system of curriculum for bilingual 
children with moderate special needs in their native 
language (Spanish) developed by this researcher. 
Taba stressed that in the development of effective 
curriculum the following tasks are critical: identify 
student needs, incorporate the general goals of the school 
related to specific educational objectives, determine 
specific curriculum content to be covered, decide on the 
kinds of learning experiences, and evaluate changes 
produced in the students. These decisions must be made 
very carefully, always keeping in mind the goal of main¬ 
taining consistent continuity with the overall program in 
which a specific curriculum is to evolve. 
Taba (1962) recommends the following sequence of steps 
1. Diagnosis of needs. 
2. Formulation of objectives. 
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3. Selection of content. 
4. Organization of content. 
5. Selection of learning experiences. 
6. Organization of learning experiences 
7. Evaluation. 
Step 1. Diagnosis of Needs 
To this researcher, a diagnosis of needs includes an 
analysis of the factors that must be considered in planning 
a curriculum, that is, a consideration of what is expected 
to be accomplished by the student, where the student is 
at the present time on the steps necessary to move the 
student to the expected end. 
This researcher spent six weeks evaluating and 
diagnosing the basic needs of the students assigned to her. 
The evaluation done during that time determined what the 
curriculum could consist of for the given population and 
took into account the knowledge and insights derived from 
said in-depth evaluation. As Hilda Taba says, it is very 
important to know some things about a student's cultural 
background, motivational patterns, and the content of the 
student's social learning, such as the particular meanings 
they bring to school, their particular approach to 
learning tasks, and the expectations they have of them¬ 
selves and of others.1 To evolve a theory of curriculum 
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development and a method of thinking about it, one needs 
to ask what the demands and requirements of culture and 
society are both for the present and for the future.2 
It is also very important to diagnose the deficiencies, 
strengths and variations of the students because there 
are physical, temperamental and personality differences. 
The rate of learning and the attitudes towards it, the 
modalities of learning or learning styles are also varied. 
Students bring a varied background of experiences from 
home, from the larger current environment and from the 
places where they have lived before. Within the family 
some factors that influence the child are the size, the 
child's role in the family, the birth position, the 
relationship between the parents, and their attitude 
toward the child with special needs. 
The environment and geographic location of the school 
itself determined another series of important factors to be 
analyzed and considered in the planning of the curriculum. 
The school environment includes the physical installations, 
equipment and materials available in order to determine 
how they can best be utilized and what advantages, 
disadvantages and options they offer. Lastly, the 
social climate, that is, the total sum of the values and 
attitudes of those forming part of the institution were 
considered. 
The curriculum must be adjusted to address the 
demands of the needs as diagnosed and the school must 
provide the conditions necessary to fulfill those needs. 
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The total program must be considered and conditions 
conducive to learning must be used. In order to avoid 
setting unrealistic expectations, the needs must be 
prioritized. There must be a clear grasp of what will be 
addressed and what resources can be marshalled to address 
them. 
The Puerto Rican student is very mobile for a variety 
of reasons including: economic, family demands, health 
and geographic location (closeness of Puerto Rico to 
mainland). To avoid conflicts between the education they 
receive in Puerto Rico and the United States there must be 
a continuity and similarity of curriculum to help ease 
the transition between their moves. Language and culture 
are two important aspects of that continuity. 
The need to develop a curriculum for bilingual 
moderate special needs children at a young age that 
includes their language and culture was determined through 
the following steps: 
1. Observation of students. 





Establishment of dialogue with kindergarten and 
first grade teachers from different schools in 
the area. 
4. Informal conversation with counselors at the 
health services center. 
5. Conversation with bilingual special education 
teachers. 
6. Talking with bilingual psychologists and 
administrators. 
The needs identified through these steps were: 
1. The need for a curriculum that specifically 
addresses the special needs of the students 
geared not only to ameliorate those needs but 
that is also concerned with language and culture 
aspects. 
2. The need to know about social skills required 
for better adjustment of the student into the 
mainstream society. 
3. The need for a good mathematical readiness 
program. 
Taking into account these three fundamental needs 
this researcher has decided to integrate social living 
and culture in the development of a language arts and 
basic mathematical skills program for bilingual special 
needs students at an early age. 
Step 2. Formulation of objectives. 
This researcher defines an "objective" as a clearly 
defined statement of specific developmental behavioral 
processes to be mastered with an established percentage 
of accuracy. 
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Hilda Taba defines an objective as the expected or 
desired outcomes aspiring to "change individuals in some 
way; to add knowledge they possess, to enable them to 
perform skills which otherwise they would not perform, 
to develop certain understandings, insights, and 
3 
appreciations." 
According to Hilda Taba (1962), in order for the 
objectives to perform their functions well, a systematic 
approach to the formulation and organization of clear a 
comprehensive objective is needed. Objectives are 
essential to determine what content is important and the 
organization of that content. This researcher has in 
mind specific objectives for the development of a 
curriculum for young bilingual children with moderate 
special needs which will be presented in the next chapter 
in more detail. This curriculum would be based on the 
students' individual needs, language and culture, 
reflecting their intellectual, physical and social 
environment. Such curriculum development would consist 
of the following general objectives. 
1. To develop readiness skills so that the students 
can successfully compete with an appropriate 
age group. 
2. To relate the students to their social life 
and culture. 
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3. To help other teachers who are not of Puerto 
Rican background, to work with children of that 
culture with moderate special needs. 
The specific objectives proposed should be compatible 
with the general objectives of the special program to avoid 
confusing directions for the progress of the student. 
Step 3. Selection of content. 
Teaching implies the transfer of some knowledge, 
skills or ability from the teacher to the student. That 
knowledge, skill or ability is the content that is 
selected for the curriculum. 
The selection of content is very important in 
curriculum development. There are always many things to 
learn in a given period of time. There are problems 
of a rational basis in selecting curriculum content. 
First, the decision of what to include or exclude from 
the curriculum, second, the information explosion makes 
learning more complicated. Not only are we expected to 
acquire general information, but we tend to specialize 
more frequently. It is necessary to prioritize the 
content in order to make room for new knowledge and new 
4 
concept, because education is not stagment. It is 
continually changing according to technological 
advances. 
This author addresses the areas of learning which 
include curriculum dealing with the social life of the 
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family, the educational needs of her students, and 
comprehension of the two cultures in which her students 
live. In order to establish priorities about what it is 
possible to offer, it is necessary to consider and re¬ 
evaluate the expansion of objectives for which the school 
can be responsible. One aspect of curriculum content is 
validity, when it is authentic and true. Other aspects 
are the significance, skills, adaptability and interests 
of the student. 
This researcher's content was selected in a way that 
will be conducive to learning and appropriate to the needs 
of the students. 
The selected content of this curriculum satisfies 
all the aforementioned aspects and has not been applied 
indiscriminately or beyond the students' capabilities. 
In some circumstances one aspect of the curriculum has 
been emphasized more than another in the selection of 
content. The selected content was considered in relation 
to the objectives established by the researcher and the 
methods that have been implemented to achieve those 
objectives. 
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In the process of content selection, this researcher 
concurs with Hilda Taba who recommends addressing the 
following points: 
!• Cultural and social needs. 
2. Learners’ needs as individuals. 
3. The needs of individual development. 
4. Characteristics of learners. 
5. Characteristics of the learning process. 
6. Changes in cultural needs. 
7. Changes in the nature of the learners' population. 
8. The impact of technological changes in the society. 
5 
9. Explosion of knowledge. 
In developing her curriculum, having completed the 
needs assessment and determined the objectives, this 
researcher initiated the selection of the curriculum 
content by reviewing existing educational plans of 
bilingual students, curriculum currently being used for 
6 
the bilingual students in Worcester and Fitchburg, 
special education for kindergarten level in Puerto 
Rico,7 a mathematical curriculum for grades K-3,8 a 
9 
social studies curriculum for grades K-6 in Hartford, 
Connecticut (1977). 
This researcher also observed a speech clinic for 
early childhood special education at the Mercy Centre in 
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Worcester and bilingual classes (Spanish and Guarani, an 
indigenous language) of pre-school special education in 
Paraguay, South America, conducted during the summers of 
1984-1985. 
Step 4. Organization of content. 
Having at hand the selected content of learning 
experiences it is necessary to be organized so that they 
serve the educational objectives. The curriculum 
frequently is less efficient or inadequate because the 
content is put together in a way that makes learning 
difficult. As we know content organization poses many 
questions and requires an application and knowledge 
about the child’s development and characteristics of 
his/her learning style.10 
As Taba says the content of learning experiences 
needs to be arranged so that the dimensions in question 
are in sequential order according to feasible learning 
sequences. The topics, ideas, and the concrete content 
samples need to be arranged to increase students' 
knowledge in a movement from what is known by the student 
to the unknown, from simple to complex, from particular 
to the general, from concrete to the abstract, from the 
easy to the difficult. In dealing with the population of 
special education it is particularly necessary to stress 
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those concepts of organization. Paying special attention 
to the method and approach of teaching used in the process 
of learning is also essential. The inductive and 
deductive methods and a multisensory approach are more 
efficient for special needs students. The use of inductive 
teaching can help a student progress from the particular 
to the general, and the concrete to the abstract. To 
use both methods (inductive and deductive) is more 
effective in the learning situation. 
Some important aspects in the organization of content 
are the sequence of the subjects, the area to be covered, 
and the cumulative learning for continuity and integration. 
In order to achieve the stated objectives, learning 
activities should be arranged logically, always keeping 
in mind the sequence of how learning occurs. It is 
important to note that the approach to organization opens 
new ideas on the perennial argument about what is the 
focus or what can be taught directly, indirectly or 
incidentally. One must also keep in mind that giving 
shape to the content can facilitate certain types of 
learning activities. The aspect of content which will 
serve as the focus depends on which ideas and relation¬ 
ships will stand out and which have to be put together 
without support from the pattern of organization. 
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This organization of content was made around the 
educational process of the students, on their cumulative 
development of mental and physical skills, their cultural 
background and language, their interest and experiences. 
In the organization effort, language arts and social 
living are integrated with the cultural background of the 
students. The same was done for the mathematic 
readiness curriculum. 
Step 5. Selection of learning experiences. 
The selection and organization of learning experiences 
include ideas about strategies of the contents' attain¬ 
ment and sequences in the formulation of attitudes and 
sensitivities. The selection of proper learning 
experiences plays an important role in curriculum develop¬ 
ment. This selection of learning experiences took into 
account certain principles of learning which are 
applicable to the individual structure set for the special 
needs students. The individual approach to the learning 
experience allows the researcher to select and organize 
the criteria needed to formulate the curriculum following 
a concrete and valid pattern of development. It will 
allow the teacher to methodically teach for progress 
towards the purposes of the curriculum in an organized 
way rather than through activities thought of at the spur 
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of the moment. It is the function of the school as well 
as the educator to arrange the experiences of the students 
so that desirable learning takes place. This curriculum 
organization preserved and protected the logic of the 
subject matter and psychological sequence of the learning 
experiences. For a curriculum to be effective and 
efficient is necessary to take into account all the 
learning experiences that the student has encountered. 
Most of those experiences were derived from their culture 
and individual needs of their own environment. 
Hilda Taba has recommended some aspects that should 
be considered in the selection of learning experiences. 
One of these is that curriculum should develop knowledge 
and persepctive in proportion with the world and the 
period in which the student lives. 
This researcher's curriculum was developed to provide 
a base needed to develop different orientations toward 
the pluralistic culture of this society. This researcher 
was concerned about the individual needs of the students 
and was aware of and appreciative of the chracteristics 
of the community the student comes from. Any curriculum 
developer should be concerned about the analysis of values 
and value conflicts which arise when two cultures come in 
contact with each other. 
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This selection of learning experiences is based on 
the ability of the student and the activities related to 
the family and the environment where the students reside. 
The impact of the two cultures which the students have is 
reflected in the experiences. All the aspects mentioned 
earlier for selection of learning experiences are visible 
in the learning package provided for each student (see 
Chapter IV). Every activity and picture developed in 
this learning package takes into consideration the two 
cultures and the students' individual needs. 
Step 6. Organization of learning experiences. 
The aim of every educational institution is two-folded 
to prepare the students to become free and useful members 
of society and at the same time produce, organize and 
convey knowledge that will prepare the students to live 
in the society in an effective way. 
The curriculum provides an organized educational 
process through which the students acquire knowledge. 
The better organized the curriculum the easier that 
transfer of knowledge and skills will be. 
According to Hilda Taba, "if the curriculum is to be 
a plan for learning, its content and learning experiences 
need to be organized so that they serve the educational 
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objectives.”11 The sequence is very important in the 
organization of learning experiences as it is in the 
organization of content. 
Curriculum is the end result of experiences and plans 
for learning. The content is planned through learning 
experiences that will fulfill the educational objectives. 
Many times a curriculum is inefficient because it is not 
well organized. This lack of organization makes learning 
difficult and useless. 
Having the content selected, it is then possible to 
plan the learning experiences or activities. The organiza¬ 
tion deals with designing the pattern for the entire 
program, the framework for the content to be taught, the 
cumulative sequence, the emphasis of the learning 
12 
experiences. 
A good curriculum framework not only lists the subjects 
and topics to be covered but it also indicates a sequence 
for these topics. "The sequence of learning experiences 
necessary to master the necessary behavior, to acquire an 
abstract concept, to develop a method of analyzing problems 
or an attitude of tolerance toward differences, to master 
a skill in analyzing data, or to learn a method of 
inquiry.” Learning these behaviors is also a matter of 
sequence. These behaviors are at different orders of 
difficulty and involve developmental steps to be 
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internalized. These steps depend on where the child is 
in the developmental sequence and varies depending on the 
objective of learning. 
A general principle applies in planning any of these 
sequences such as the principle of moving from the known 
to the unknown, from simple to complex, from the concrete 
experiences to generate generalizations. Each of these 
concepts involves a different strategy of learning; 
which varies according to the developmental sequences in 
the growth, nature of social learning and previous 
experiences. In the organization there has to be found a 
way to translate the concept into the perception patterns 
of the students. The organization of learning experiences 
is an aid to formulate a plan which accommodates the 
variety of the students’ cultural environment and their 
ability to learn. The learning experiences considered in 
this curriculum's content took into account their 
individual needs, and the needs and requirements of the 
environment where the students live, the student's 
impairment, their language and their culture. 
Step 7. Determinations of what to evaluate and ways and 
means of doing it. 
The field of educational evaluation has been used 
extensively to judge curriculum, teaching and learning 
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Evaluation is often used to measure changes in the student. 
For Hilda Taba, the term evaluation is used to describe a 
process, which has the role of determining what these 
changes are, of appraising them against the values 
presented in the objectives, and to determine the amount 
of educational objectives being achieved. 
For this researcher, evaluation consists of the 
measurement of the changes achieved by the learner while 
experiencing the curriculum offering. 
Hilda Taba quoted McCanless as distinguishing these 
methods for evaluation: 
1. How the student is doing in relation to his/her 
ability. 
2. How the student stands in his/her classroom. 
3. How performance compares with national norms. 
Hilda Taba describes certain characteristics of 
evaluation in order to perform its necessary functions: 
a) Evaluation must be consistent with objectives 
of the curriculum and should be based on the 
same perceptions of what is significant 
achievement.14 
b) Evaluation programs should also be as comprehen¬ 
sive in scope as are the objectives of the 
school. 
c) It is very important to state that the results of 
evaluation be sufficiently diagnostic to 
distinguish various levels of performance or 
mastery attained and to describe ^strengths 
and weaknesses in the process as well as in the 
product of performance. 
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d) Validity, or capacity of the evidence to describe 
what it was designed to describe. It is even 
more important in the improvement of curriculum 
and teaching. The validity of evaluation instru¬ 
ments tend to improve in the measure in which 
they are consistent with objectives. These 
objectives are based on a sufficiently careful 
analysis of the behaviors to be evaluated and 
are addressed to what the students have had an 
opportunity to learn.16 
e) Unity of evaluative judgment. The greatest 
threat to validity lies in the way in which 
evaluative judgments about individuals or groups 
are derived from available evidence. In order for 
the evaluation process to "measure" behavior 
clearly and precisely, and to note the differences 
among individuals accurately, it is necessary to 
break down the larger complex behavior into 
smaller units and to measure each of these 
separately. To permit its evaluation at all, an 
objective needs to be broken into its component 
units for analytical differentiation of the 
specific behaviors it entails, and specific 
devices used to secure evidence on these specific 
behaviors. As human behavior has organic unity, 
in which each component part is related to 
another, these component parts need to be put 
together again at several points. The major 
objectives, taken together, must represent a 
reasonably related and unified pattern of the 
development of the individual. Each instrument 
needs to measure closely related aspects of 
behavior, and a battery of instruments should 
compose a unified pattern in which instruments are 
in a sense "mates" to each other, one either 
checking, extending, or supplementing information 
secured from the other.17 
f) Continuity evaluation should be a continuous 
process and an integral part of curriculum 
development and of instruction. Evidence of 
progress, of strength and weaknesses, is needed 
throughout the year. Diagnosis of difficulties 
and of readiness for the next step is more usefu 
before than after certain curriculum units or 
courses. Progress must be observed and recorded 
when it occurs. This means that the final tests 
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and examinations are only a small part of the 
total program of evaluation. It should begin 
with a diagnosis at the start of any new program 
or unit of a program, continue through its 
development, and end in whatever checks are 
appropriate at the conclusion.18 
There are some aspects to consider in the evaluation. 
One of them is interpretation of the evaluation data. 
The interpretation needs to be analytical in order to 
recommend hypotheses regarding the causes of strengths 
and weaknesses in individuals and groups. It is important 
in developing profiles of performance from all available 
evidence and to see the current status of students in 
light of their history and their development up to that 
point. The interpretation gives ideas for the appropriate 
remedial actions; this does not mean to solve the problems 
of what to do in teaching, only to reveal the problems 
19 
and formulate plans in the treatment of those problems. 
Another aspect to be considered in evaluation is the 
cooperation needed at each step of evaluation, though 
perhaps in a different measure and different way at each. 
A balanced set of objectives is more likely to be 
developed through the participation of the whole staff. 
This cooperation is necessary in order to see the 
specialized lines of growth in a proper perspective, but 
it is especially important in formulating and clarifying 
these objectives which can be fully achieved only through 
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a combined emphasis in various subject areas and various 
realms of activity in the school. Cooperative formulation 
is needed especially in the more complex areas of achieve¬ 
ment, which are sometimes over simplified when left in 
the charge of only one group of specialists.^ 
The techniques for securing evidence for the evalua¬ 
tion of the proposed objectives are: 
a. standardized tests 
b. teacher made tests 
c. informal devices. 
The objectives to be evaluated by this researcher 
were selected at the beginning of the year. In order to 
determine to what extent these objectives had been achieved, 
two techniques were used. First, at the end of each skill 
developed, through teacher made activities, the students 
were evaluated by the teacher to determine the achievement 
of the specific objectives. If the evaluation showed 
that a skill had been poorly grasped, quick remediation 
could be developed. An evaluation sheet is provided at 
the end of each learning package (see Chapter IV). The 
second technique utilized a check list for daily observa¬ 
tions. This provided an available tool by which this 
researcher could view a student's progression or lack of 
progression. 
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With the use of these techniques this researcher was 
able to write a quarterly progress report for each 
student. This report was signed by the teacher and 
principal before being maled to the parents. This re¬ 
searcher does not use "letter" grades to avoid competition 
between peers. 
This researcher did not concern herself with the 
evaluation of the curriculum at this time because the 
curriculum must be in effect for a considerable amount of 
time before its effectiveness is judged with input from 
parents, other teachers and administrators. There is not 
sufficient time for this evaluation to be done at this 
moment. When the appropriate data is collected, an 
evaluation of the curriculum will be, then, carried out. 
83 
END NOTES 
Hilda Taba. Curriculum development—theory and 
Eractice New York!Harcourt, Brace and World, Inc. 
1962, p. 234. * 
2 
Ibid., p. 10. 
3Ibid., p. 194. 
4Ibid., p. 263. 
5Ibid., p. 10-11. 
6 
Fitchburg Public school system, Bilingual Curriculum, 
Language Arts and Mathematic. Fitchburg, Massachusetts, 
1979. 
7 ' 
Departamento de Instruccion Publica, Programa de 
educacion Especial. Puerto Rico, 1983. 
g 
Departamento de Instruccion Publica, Programa de 
Matematicas, Guia Curricular Grados 1-3. Puerto Rico, 
1972. 
9 
Bilingual Curriculum Center, Secuencia de objetivos 
Basicos para el programa de Estudios sociales. Hartford, 
Connecticut, 1977. 
10Hilda Taba, pp. 291-292. 
1J"Ibid. , P- 290. 
12Ibid., P* 294. 
13Ibid., P- 293. 
14Ibid., P- 217. 
15Ibid., P- 318. 
84 
16T, Ibid., P- 321. 
17,.. . Ibid., p. 322. 
18_, . . Ibid., P- 323. 
19 
1 Ibid., P. 334. 
20,, . . 
Ibid., P- 338. 
CHAPTER IV 
A CURRICULUM DESIGN FOR BILINGUAL YOUNG 
CHILDREN WITH MODERATE SPECIAL NEEDS 
IN THEIR NATIVE LANGUAGE 
This chapter presents the Language Arts and Mathematical 
readiness skills curriculum for Puerto Rican children 
placed in bilingual special needs classes. This Language 
Arts and Mathematical readiness curriculum integrates social 
living skills with language and culture. It is based on the 
culture of Puerto Rico and includes: 
A. Teacher's guide with the following components: 
1. Introduction. 
2. Description of the language arts curriculum. 
3. Description of the mathematical readiness 
curriculum. 
Both areas of curriculum are presented with: 
1. General objectives. 
2. Specific objectives. 
3. Activities. 
4. Materials. 
B. Student learning activities including areas 
developed in the curriculum and evaluation work 




Language Arts development is a very important 
component of the reading process. There are four aspects 
to be considered in a program of Language Arts. They help 
to develop free expression, and are conducive to the 
development of reading and writing skills. 
The first aspect of Language Arts is listening. This 
skill, in our opinion, needs more attention than the others 
because it is through it that the students can develop and 
acquire other skills needed for learning. The student 
learns to listen when teachers tell or read simple stories, 
and when peers talk in class by learning to take turns and 
respect the rights of their peers. 
The second aspect of Language Arts is speaking. It 
is important for the young child with special needs to 
develop oral expression and communication skills. The young 
child likes to talk about his/her family, friends, 
community and the things that happen in it. The teacher 
should capitalize on that in order to stimulate their oral 
language development by preparing activities such as: 
discussion of pictures showing scenes that are familiar to 
the child, celebration of holidays, birthdays and having 
fieldtrips as a way of expanding the child’s experiential 
background. Also the dramatization (formal or informal) of 
All these activities help the child to 
common stories. 
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secure a clearer concept about his/her own environment, 
to feel more confident, to develop a more adequate and 
expanded vocabulary, and therefore an avenue for the better 
expression of his/her thoughts. 
The third aspect of Language Arts is reading. At the 
beginning of the year the preschool students are not always 
well prepared physically and emotionally to receive reading 
instructions in a formal way. For the beginning of the 
reading process the child needs to develop visual and 
auditory discrimination skills. They are acquired through 
activities such as: 
1. Discriminating differences in picture. 
2. Discriminating characters in the story. 
3. Discriminating sounds. 
4. Discriminating voices. 
The fourth aspect of Language Arts is writing. The 
same as reading at the pre-school level, this aspect is not 
always formally emphasized. In this stage the activities 
are preparatory for the development of perceptual and motor 
skills and to stimulate the desire to learn how to write. 




Writing the names of the students on their belongings. 
Tracing their names over dots on paper. 
and the date over dots. 3. Tracing news 
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LEARNING ACTIVITIES FOR LANGUAGE ARTS 
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Artes del Lenguaje 
I. Lenguaje Oral 
A. Objetivos generales 
1. Ayudar a los estudiantes en el desarrollo 
de destrezas de lenguaje oral. 
2. Familiarizar a los estudiantes con aspec- 
tos de las culturas puertorriquefia y 
americana. 
3. Familiarizar a los estudiantes con los 
miembros del hogar y los que ayudan en la 
comunidad. 
B. Objetivos especificos 
1. Enriquecer el vocabulario de los estu¬ 
diantes . 
2. Ayudar a los estudiantes a pronunciar y 
enunciar correctamente. 
3. Ayudar a los estudiantes a expresarse en 
oraciones completas. 
4. Ayudar a los estudiantes a distinguir los 
miembros de la familia y los que ayudan 
en la comunidad y la importancia de cada 
uno de estos. 
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C. Actividades 
1. Conversation entre los ninos y la maestra 
sobre: 
a. Las noticias del dia. 
b. Condiciones del tiempo. 
c. La fecha: dia, mes, ano. 
2. Estudio de la^minas sobre diferentes temas 
de intere's para el nifio, ejemplos: 
a. Escena de un primer dia de clase. 
b. Escena de un manzanar. 
c. Escena de un animal favorito. 
3. Llevar a cabo diferentes juegos relacio- 
nados con la cultura puertorriqueria. 
Ej emplos: 
El gato y el raton 
Los ninos entrelazan las manos formando 
un circulo. Un nino hace de raton y otro 
de gato. Mientras los ninos se mueven en 
circulo cantando la siguiente rima: 
Alla* viene el gato y el raton 
a darle combate al tiburo'n. 
El gato trata de coger al raton que huye 
y sale del circulo formado por los ninos. 
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El raton estara a salvo del gato unica- 
mente cuando esta' dentro del circulo. 
Nota: Se le dara oportunidad a diferentes 
nifios para hacer de gato y de raton. 
La cinta 
Se colocan los ninos en una fila o en un 
pequeno grupo y se le asigna el nombre de 
un color que solo el nino sabe. Otro 
nino hace de angel, mientras que solo 
sirve de anfitrio'n. Cuando el angel llega 
toca la puerta a la vez que dice: 
Tun-tun; el anfitrion pregunta: QuieVi 
es? El a^ngel responde: Mel angel" 
-anfitrio'n - que busca? 
- el angel - cinta 
- anfitrion - de que color? 
Cuando el angel menciona el color, el nino 
cuyo color fue nombrado sale corriendo 
para no dejarse atrapar por el angel. 
Si el angel logra atraparlo antes de que 
el nino regrese a su posicion, el nino 
que hace de angel tomara el lugar del 
"color" atrapado y el otro hara de angel. 
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La cebollita 
Se forma una fila de ninos firmemente 
unidos uno al otro por la cintura. El 
primer nino esta fuertemente agarrado 
a un poste, arbol, o tubo fijo. Viene 
un nino y le dice al nino que esta aga¬ 
rrado al arbol: 
-mama que le mande una cebollita. 
-nino tronco: y la que le mande/ ayer? 
-nino: se la comieron los ratones... 
-nino tronco: y que hacia tu mama? 
-nino: planchando etcetera. (cualquier 
accion que el nino enviado quiera mencio- 
nar y ejecutar a la misma vez). 
-nino tronco: pues coje una mas de la 
maduras: 
Nota: El nino que vino a buscar la cebolla 
los toca a todos y por fin agarra al 
ultimo de los ninos y trata de desli- 
garlo del resto de la cadena halandolo 
fuertemente. Todos resistiran al ser 
separados de la cadena. Se repite el 
proceso usando otros ninos como envia- 







Los cinco pollitos 
Cinco pollitos tiene mi tia 
Uno le canta, otro le pia 
Los otros le tocan la sinfonia. 
Los ninos podra'n, en grupo o individual- 
mente, representar las acciones sugeridas 
por el poema mientras ejecutan las ac¬ 
ciones con los dedos. 
Mi cabeza 
Mi cabeza hacia el frente 
Mi cabeza hacia atras 
a la izquierda, a la derecha 
mi cabeza viene y va. 
Los ninos haran movimientos suaves si- 
guiendo las direcciones sugeridas. 
Volver a narrar un cuento que fue narrado 
anteriormente. 
Describir objetos de acuerdo a su forma, 
tamaho, color, posicion. 
Expresar ideas en diferentes formas, 
ejemplo: sembrar semillas en los tiestos 
plantar una planta; narrar un cuento; 
contar un cuento. 
Discutir el vocabulario nuevo aprendido 
en las diferentes actividades del salon 
de clases. 
J 
Llevar a cabo conversaciones por telefono 
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9. Dramatizar las diferentes funciones det 
a. los miembros de la familia: mama', 
papa', abuelos, hermanos, etcetera. 
b. Los que ayudan en la comunidad: po- 
licia, bomberos, carteros, doctores, 
/ 
etcetera. 
c. Personal de la escuela: maestros, 
secretaria, principal, conserve, 
etce'tera. 
10. Discutir la importancia de cada uno de los 
miembros de la familia y los que ayudan en 
la comunidad. 
11. Los estudiantes escogeran los elementos 
que necesitan cada uno de los siguientes 
servidores publicos para llevar a cabo sus 
tareas: 
a. Dentista, secretaria, conserje. 
Ver libro de aprendizaje, pagina 1. 
b. Maestra, cartero, doctor. 
Ver libro de aprendizaje, pagina 2. 
c. Bombero, policia, enfermera. 
Ver libro aprendizaje, pagina 3. 
12. Imitar a un personaje o artista conocido 
de la e'poca. 
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13. Hablar sobre animales favoritos (de los 
ninos, de la maestra). 
14. Estudio de un cuadro o pintura famosa. 
Ejemplos: 
a. Los tainos. 
b. Ponce de Leo^n. 
c. Las naves de Colon. 
15. Hablar sobre los programas de television 
que los ninos ven y discutir la forma en 
que se benefician de estos. 
16. Ver peliculas o vistas fijas y luego comen- 
tar lo que observaron en estas. Pueden 
dar su opinio^ de cual les gusto mas y 
porque. 
17. Observar la'minas de diferentes aspectos 
relacionados con la cultura puertorriquena 
y la americana y hacer comparaciones. 
Ej emplos: 
a. Bandera de Puerto Rico y la de Estados 
Unidos. 
Ver libro de aprendizaje, pagina 4. 
b. Un flamboya'n de Puerto Rico y un pino 
de Estados Unidos. 
Ver libro de aprendizaje, pagina 5. 
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D. Materiales 
1. Calendario del mes. 
Master preparado por el maestro para cada 
es tudiante. 
2. Laminas sencillas que sean de intere's 
para los ninos. 
Ej emplos: 
a. Lamina de un grupo de estudiantes 
caminando para la escuela, o espe- 
rando omnibus (guagua). 
b. Lamina sobre el otofio. 
3. Poemas sencillos 
El Policia 
Nuestro amigo, el policia 
tiene un uniforme azul 
y su placa reluciente 
lanza destellos de luz. 
Todo el dia vigilante 
el protege a la ciudad 
y al sonar la media noche 
en su puesto lo veras. 
En la esquina esta/ de guardia 
dirigiendo a los que van 
en sus carros y camiones 
a pasear y a trabajar. 





Tilin, tilin, tilin, 
corren los bomberos 
tilin, tilin, tilin, 
a apagar el fuego. 
(Anonimo) 
Mi papa 
Fuerte y arrogante 
es mi buen papa 
cuando estudio mucho 
que contento esta'. 
Y dice mi madre 
carinosa y fiel 
cuando seas grande 
seras como el. 
(Anonimo) 
Borinquen 
Borinquen es una islita 
que parece un caracol, 
por encima es una rosa 
y por dentro una cancion. 
Isabel Freire de Matos 
(Puertorriquena) 
Halloween 
Las brujas y los fantasmas 
estan de fiesta este dia, 
pues celebramos felices 
de Halloween la alegria. 
Evelyn Cruz de Bechara 
(Puertorriquena) 
Juego relacionados con la cultura puer¬ 
torriquena, ejemplos: 
a. El gato y el raton. 
4. 
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b. La cinta. 
c. La cebollita. 
5. Cuentos adecuados para el grupo, ejemplos: 
a. Caperucita Roja. 
b. La Cenicienta. 
c. El pastor mentiroso. 
d. Que pequeno es el mundo. 
6. Laminas sobre: 
a. Hiembros de la comunidad. 
b. Miembros de la familia. 
c. Servidores publicos. 
7. Laminas de animales 
a. Que viven ert la finca. 
b. Que viven en la selva. 
c. Que viven en el agua. 
8. Peliculas o vista fijas apropiadas para 
el grupo (de acuerdo a las peliculas 
disponibles en el momento). 
9. Laminas relacionadas con la cultura ame- 
ricana y la cultura puertorriquena. 





10. Cuadro o pintura famosa de la epoca. 
11. Libro de aprendizaje, pagina 1-5. 
II. Discriminacion auditiva 
A. Objetivos generales 
1. Ayudar a los ninos en el desarrollo de la 
discriminacion auditiva. 
2. Lograr que los estudiantes escuchen con 
, / 
atencion y puedan seguir direcciones. 
3. Ayudar a los ninos a distinguir entre 
musica de Puerto Rico y la americana. 
B. Objetivos especificos 
1. Lograr que los ninos identifiquen dife- 
rentes sonidos. 
2. Desarrollar habilidad para seguir direc¬ 
ciones orales y escuchar con atencion. 
3. Desarrollar habilidad para distinguir 
diferencias y semejanzas entre sonidos. 
4. Desarrollar habilidad para captar el 
sonido de palabras onomatopeyicas. 
5. Desarrollar habilidad para identificar 
palabras que riman. 
6. Desarrollar habilidad para distinguir 
los sonidos iniciales de palabras. 
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C. Actividades 
1. Escuchar la narracion da cuentos famosos 
en disco o cassettes, ejemplos: 
a. Caperucita Roja. 
b. Blanca Nieve y los siete enanitos. 
c. Los dos amigos y el oso. 
2. Eschuchar algunos aspectos relacionados 
con la cultura, ejemplos: 
a. Descubrimiento de America. 
b. Descubrimiento de Puerto Rico. 
c. Celebracio"n de diferentes dias fes- 
tivos. 
3. Escuchar e interpretar sonidos tales 
como: 
a. Rebotar de una bola. 
b. Palmadas con las manos. 
c. Sonidos que hacen los arboles. 
d. La lluvia. 
e. Sonido de un carro, etcetera. 
A. Hacer grabaciones con los estudiantes y 
luego identificar sus propias voces. 
5. Escuchar e identificar sonidos: 
a. Altos y bajos. 
b. Suaves y fuertes. 
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c. Rapidos y lentos. 
6. Escuchar e identificar voces de hombres, 
mujeres, ninos y bebes. 
7. Escuchar e identificar los diferentes 






8. Escuchar e identificar las voces de los 
companeros del salo'n. 
9. Identificar sonidos onomatope^yicos como: 
a. El piar de un pollito. 
b. El cantar de un gallo. 
c. El mujir de una vaca. 
d. El maullido de un gato. 
e. El cantar del coqui, etcetera. 
10. Escuchar poemas para identificar las 
palabras que riman, ejemplos: 
Para cantar al hermanito 
Tengo un gatito, 
tito, tito, 
con un rabito, 
quito, quito, 
para el nenito, 
nito, nito, 
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tenia tres gatos, 
que los hacia 
bailar en tres platos, 
y por las noches 
les daba turron. 
Vivan los gatos 
de Carmeliton....! 
Ano'nimo 
La tijera de mama' 
Cuando me recorta el pelo 
la tijera de mama', 
va diciendo en su revuelvo; 
chiqui, chiqui, chiqui, cha. 
Aletea. 
Viene y va. 
Y a mi oido cuchichea: 
chiqui, chiqui, cha. 
Cuando el pelo me recorta 
la tijera de mama 
charla mas de lo que corta: 




Mi mama siempre dice: 
mi hijito esta" gordito, 
y todos los dias 
creciendo un poquito. 
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En cambio mi lapiz 
siempre esta/ flaquito 
y todos los dias, 
se pone mas chiquito. 
Anonimo 
11. Escuchar palabras y decir alguna palabra 
que rime con la palabra escuchada. 
12. Escuchar y distinguir la terminacion de 
algunas palabras. 
a. Femenino y masculino 
b. Plural y singular 
c. Disminutivo y superlativo 
13. Los estudiantes pintara^n los dibujos que 
riman con la palabra gato. Ver libro de 
aprendizaje, pagina 6. 
14. Los estudiantes pintara^ los dibujos que 
riman con sombrilla. Ver libro de apren¬ 
dizaje, pagina 6a. 
D. Materiales 
1. Cuentos y poemas adecuados para los estu¬ 
diantes, ejemplos: 
a. Caperucita Roja 
b. Blanca Nieve y los siete enanitos. 
c. La Cenicienta. 
d. Los dos amigos y el oso. 
e. El pastor mentiroso. 
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2. Instrumentos musicales de Puerto Rico, 
ejemplos: guitarra, giiiro, maraca, 
tambor. 
3. Objetos o la’minas relacionados con dife- 
rentes aspectos de la cultura puertorri- 
quena, ejemplos: la pava (sombrero), 
piloVi, bohio, machete de madera, acha, 
guayo. La'minas: El Morro, el jibaro, 
la palma, una playa tropical, la rina de 
gallo, los tainos. 
4. La^minas de animales. 
5. Libros relacionados a los descubrimientos 
de America y Puerto Rico. 
6. Grabadora y cassette. 
7. Libro de aprendizaje, pagina 6. 
III. Discriminacio'n visual 
A. Objetivos generales 
1. Ayudar a los estudiantes en el desarrollo 
de la discriminacion visual. 
2. Lograr que los estudiantes reconozcan 
visualmente las vocales. 
B. Objetivos especificos 
1. Comparar detalles de semejanzas y diferen 
cias en objetos concretos. 
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2. Distinguir semejanzas y diferencias en 
detalles de una lamina. 
3. Reconocer visualmente las vocales Aa - Ee - 
Ii - Oo - Uu. 
4. Identificar el sonido inicial de las voca¬ 
les en laminas y palabras. 
5. Parear las vocales con la laminas corres- 
pondientes de acuerdo al sonido inicial. 




Observar el saloVi y descubrir todo lo que 
hay en este. 
Observar laminas y expresar lo que hay 
en estas, dar su opinion de lo que mas 
les gusta y porque. 
3. Observar el salo'n y buscar objetos del 
mismo color que el objeto que la maestra 
ensena. 
4. Observar y reconocer su nombre escrito en 
diferentes partes, ejemplos: 
a. En la lista de nombres. 
b. En el cartelon de cumpleanos. 
5. Tratar de reconocer algunos nombres de 
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sus companeros del salon. 
6. Tratar de reconocer el nombre escrito de 






7. Observar y distinguir semejanzas y dife- 
rencias en laminas. 
a. Detalle de diferencias y semejanzas. 
Ver libro de aprendizaje, pagina 6b. 
b. Detalles de color. 
Ver libro de aprendizaje, patina 7. 
c. Detalles de forma. 
Ver libro de aprendizaje, pagina 8. 
d. Detalles de tamano. 
Ver libro de aprendizaje, patina 9. 
e. Detalles de posicio'n. 
Ver libro de aprendizaje, pagina 10. 
f. Detalles de clase. 
Ver libro de aprendizaje, pagina 11. 
g. Detalles de secuencia. 
Ver libro de aprendizaje, pagina 12. 
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8. Haciendo uso de varias laminas y 







a. Pronunciacion por la maestra. 
b. Articulacicm por los estudiantes. 
c. Articulacion de la vocal a en el 
espejo por los ninos. 
Los estudiantes pintaraVi una lamina con la 
que comienza la vocal Aa. Ver libro de 
aprendizaje, pagina 13. 
Los estudiantes practicaraVi el sonido de 
la letra Aa. Pintaran una lamina cuyo 
sonido inicial es con la vocal Aa. 
Ver libro de aprendizaje, pagina 14. 
Los estudiantes compararan la A mayuscula 
con la a minuscula. 
Ver libro de aprendizaje, pagina 15. 
Los estudiantes pintara'n diferentes lami¬ 
nas que comienzan con la Aa y compararan 
la A mayuscula con la a minuscula. 
Ver libro de aprendizaje, pagina 16. 
Los estudiantes diran diferentes palabras 
que comienzan con la Aa. Luego pintaran 
laViinas que empiezan con Aa. 
12. 
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Ver libro de aprendizaje, pagina 17. 
13. Los estudiantes pintaran todas las lami- 
nas que comienzan con el mismo sonido del 
dibujo que se encuentra dentro del tria'n- 
gulo. 
Ver libro de aprendizaje, pagina 18. 
14. Los estudiantes practicara’n la letra Aa 
y el sonido inicial en dibujos y palabras 
luego pintara'n todos los dibujos que co¬ 
mienzan con la letra Aa. 
Ver libro de aprendizaje, pagina 19. 
15. Los estudiantes trazaran una linea entre 
la lamina y la letra que representa su 
sonido inicial. 
Ver libro de aprendizaje, pagina 20. 
16. Los estudiantes trazaran una linea entre 
la laWna y la letra que represente el 
sonido inicial de cada dibujo. 
Ver libro de aprendizaje, pa’gina 21. 
17. Los estudiantes practicaran el sonido 
inicial Aa. Luego practicara'n la escri- 
tura de la letra Aa. 
Ver libro de aprendizaje, pagina 22. 
Los estudiantes practicaran la escritura 18. 
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de la letra ci al inicio de cada palabra. 
Ver libro de aprendizaje, pa'gina 23. 
19. Los estudiantes practicaran la escritura 
de la letra Aa. 
Ver libro de aprendizaje, pagina 24. 
20. Los estudiantes escogeran y pintara'n todos 
los dibujos cuyo sonido inicial sea Aa. 
Ver libro de aprendizaje, pagina 25. 
21. Los estudiantes practicaran la escritura 
✓ 
de la a minuscula. 
Ver libro de aprendizaje, pa^gina 26. 
22. Los estudiantes hara^ un circulo alrededor 
de la letra que representa el sonido ini¬ 
cial del dibujo en cada cuadro. 
Ver libro de aprendizaje, pagina 27. 
23. Los estudiantes practicaran la escritura 
de la letra Aa. 
Ver libro de aprendizaje, pagina 28. 
24. Los estudiantes identificara^n todos los 
globos que tengan la letra Aa. 
Ver libro de aprendizaje, pagina 29. 
Los estudiantes haran un circulo alrededor 
de la letra que representa el sonido 
inicial de cada dibujo. 
25. 
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Ver libro de aprendizaje, patina 30. 
26. Los estudiantes trazaran la letra Aa 
' , . ✓ 
mayuscula y minuscula y luego practicaran 
su escritura. 
Ver libro de aprendizaje, patina 31. 
27. Los estudiantes practicaran el sonido 
inicial de la letra Aa y luego escribiran 
la Aa debajo de cada dibujo que comienza 
con el mismo sonido. 
Ver libro de aprendizaje, pagina 32. 
28. Evaluacion 
Los estudiantes escogeraVi y pintaran todos 
los dibujos cuyo sonido inicial sea Aa. 
Ver libro de aprendizaje, pagina 33. 
29. Haciendo uso de varias laminas y objetos 
la maestra introducira/ el sonido inicial 
Ee. 
a. Pronunciacion por la profesora. 
b. Articulacio^n por los estudiantes. 
c. Articulacion de la vocal E£ en el espe- 
jo por los ninos. Los estudiantes 
pintaran una lamina con la que comien¬ 
za la vocal Ee. 
Ver libro de aprendizaje, pagina 34. 
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30. Los estudiantes practicara'n el sonido de 
la letra Ee. Pintaran una lamina cuyo 
sonido inicial es con la vocal Ee. 
Ver libro de aprendizaje, pagina 35. 
31. Los estudiantes compararan la E mayuscula 
con la mmuscula e. 
Ver libro de aprendizaje, pagina 36. 
32. Los estudiantes pintaraVi diferentes lami- 
nas que comienzan con la Ee y compararan 
la E mayuscula con la e minuscula. 
Ver libro de aprendizaje, pa’gina 37. 
33. Los estudiantes diran diferentes palabras 
que comienzan con la .Ee. Luego pintaran 
laminas que empiezan con Ee. 
Ver libro de aprendizaje, pa^gina 38. 
/ / . 
34. Los estudiantes pintaran todas las laminas 
que comienzan con el mismo sonido del di- 
bujo que se encuentra dentro del circulo. 
Ver libro de aprendizaje, pagina 39. 
35. Los estudiantes practicaran la letra Ee 
y el sonido inicial en dibujos y palabras. 
Luego pintaran todos los dibujos que 
empiezan con la letra Ee. 








Los estudiantes trazaran una linea entre 
la lamina y la letra que representa su 
sonido inicial. 
Ver libro de aprendizaje, pagina 41. 
Los estudiantes trazaran una linea entre 
- _ / 
la lamina y la letra que representa el 
sonido inicial de cada dibujo. 
Ver libro de aprendizaje, pagina 42. 
Los estudiantes practicaran el sonido 
inicial E£. Luego practicaran la escri- 
tura de la letra Ee. 
Ver libro de aprendizaje, patina 43. 
Los estudiantes practicaraVi la escritura 
de la letra e al inicio de cada palabra. 
Ver libro de aprendizaje, pagina 44. 
Los estudiantes practicaran la escritura 
de la letra Ee. 
Ver libro de aprendizaje, pagina 45. 
Los estudiantes escogeran y pintaran todos 
los dibujos cuyo sonido inicial sea Ee. 
Ver libro de aprendizaje, pagina 46. 
Los estudiantes practicara'n la escritura 
de la e minuscula. 
Ver libro de aprendizaje, pagina 47. 
42. 
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43. Los estudiantes haran un circulo alrededor 
de la letra que representa el sonido ini¬ 
tial del dibujo en cada cuadro. 
Ver libro de aprendizaje, pagina 48. 
44. Los estudiantes practicaran la escritura 
de la letra Ee. Ver libro de aprendizaje, 
✓ 
pagina 49. 
45. Los estudiantes identificaran todos los 
globos que tengan la letra Ee. 
Ver libro de aprendizaje, pa^gina 50. 
46. Los estudiantes haran un circulo alrededor 
de la letra que representa el sonido 
initial de cada dibujo. 
/ 
Ver libro de aprendizaje, pagina 51. 
47. Los estudiantes trazaran la letra Ee 
✓ . / . t 
mayuscula y mmuscula y luego practicaran 
su escritura. 
Ver libro de aprendizaje, pagina 52. 
48. Los estudiantes practicaran el sonido de 
la letra Ee y escribiran la Ee debajo de 
cada dibujo que comienza con el mismo 
sonido. 




Los estudiantes escogeran y pintara^i 
todos los dibujos cuyo sonido inicial 
sea Ee. 
Ver libro de aprendizaje, patina 54. 
50. Practica de las vocales a, e. Los estu¬ 
diantes haran un circulo alrededor de la 
vocal que representa el sonido inicial de 
la lamina. 
Ver libro de aprendizaje, pagina 55. 
51. Los estudiantes recortaran y pegaran la'mi- 
nas debajo de la letra correspondiente de 
acuerdo a su sonido inicial. 
Ver libro de aprendizaje, patina 56. 
52. Haciendo uso de varias laminas y objetos 
la maestra introducira/ el sonido inicial 
Ii. 
a. Pronunciacio7!! por la maestra. 
b. Articulacion por los estudiantes. 
c. Articulacio^n de la vocal I_i en el 
espejo por los ninos. 
Los estudiantes pintaran una lamina con la 
que comienza la vocal Ii. 
Ver libro de aprendizaje, pagina 5/. 
53. Los estudiantes practicaran el sonido de 








sonido inicial es con la vocal Ii. 
Ver libro de aprendizaje, pa'gina 58. 
Los estudiantes compararan la I_ mayuscula 
con la i_ minuscula. 
Ver libro de aprendizaje, patina 59. 
Los estudiantes pintaran diferentes lami- 
nas que comienzan con la I_i y compararan 
la _I mayuscula con la i_ minuscula. 
Ver libro de aprendizaje, patina 60. 
Los estudiantes diran diferentes palabras 
t 
que comienzan con la I_i. Luego pintaran 
la^inas que empiezan con Ii. 
Ver libro de aprendizaje, pagina 61. 
Los estudiantes pintara^ todas las laminas 
que comienzan con el mismo sonido del dibu- 
jo que se encuentra dentro del rectangulo. 
Ver libro de aprendizaje, pagina 62. 
Los estudiantes practicaran la letra I_i y 
el sonido inicial en dibujos y palabras 
luego pintara^n todos los dibujos que 
comienzan con la letra Ii♦ 
Ver libro de aprendizaje, pagina 63. 
Los estudiantes trazaran una linea entre 
la lamina y la letra que representa su 
sonido inicial. 
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Ver libro de aprendizaje, pagina 64. 
60. Los estudiantes trazaran una linea de la 
lamina a la letra que representa el sonido 
inicial de cada dibujo. 
Ver libro de aprendizaje, patina 65. 
61. Los estudiantes practicaran el sonido 
inicial Ii. Luego practicaran la escri- 
tura de la letra Ii. 
Ver libro de aprendizaje, patina 66. 
62. Los estudiantes practicaran la escritura 
de la letra i al inicio de cada palabra. 
Ver libro de aprendizaje, pa'gina 67. 
63. Los estudiantes practicaran la escritura 
de la letra Ii. 
Ver libro de aprendizaje, pa^gina 68. 
64. Los estudiantes escogeran y pintaran todos 
los dibujos cuyo sonido inicial sea Ii. 
Ver libro de aprendizaje, pagina 69. 
65. Los estudiantes practicara'n la escritura 
de la i minuscula. 
Ver libro de aprendizaje, pagina 70. 
66. Los estudiantes haran un circulo alrededor 
de la letra que representa el sonido 
inicial del dibujo en cada cuadro. 
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Ver libro de aprendizaje, pagina 71. 
67. Los estudiantes practicaran la escritura 
de la letra Ii. 
Ver libro de aprendizaje, pagina 72. 
68. Los estudiantes identificara^n todos los 
globos que tengan la letra Ii. 
Ver libro de aprendizaje, pagina 73. 
69. Los estudiantes haran un circulo alrededor 
de la letra que representa el sonido 
inicial de cada dibujo. 
Ver libro de aprendizaje, pagina 74. 
70. Los estudiantes trazaran la letra Li 
/ / # / 
mayuscula y minuscula y luego practicaran 
su escritura. 
Ver libro de aprendizaje, pagina 75. 
71. Los estudiantes practicara^ el sonido 
inicial de la letra Li y luego escribiran 
la Ii debajo de cada dibujo que comienza 
con el mismo sonido. 
Ver libro de aprendizaje, pa'gina 76. 
72. Evaluacio'n 
Los estudiantes escogera'n y pintaran todos 
los dibujos cuyo sonido inicial sea Ii. 
Ver libro de aprendizaje, pagina 77. 






estudiantes hara'n un circulo alrededor de 
la vocal que representa el sonido inicial 
de cada la'mina. 
Ver libro de aprendizaje, pa^gina 78. 
Los estudiantes recortaran y pegaran lami- 
nas debajo de la letra correspondiente de 
acuerdo a su sonido inicial. 
Ver libro de aprendizaje, pagina 79. 
Haciendo uso de varias laWnas y objetos la 
maestra introducira/ el sonido inicial Oo. 
a. Pronunciacion por la maestra. 
b. Articulacion de la vocal o en el espejo 
por los nirTos. Los estudiantes pinta- 
ran una lamina con la que comienza la 
vocal Oo. 
Ver libro de aprendizaje, pagina 80. 
Los estudiantes practicaran el sonido de 
la letra Oo. Pintaran una lamina cuyo 
sonido inicial es con la vocal Oo^. 
Ver libro de aprendizaje, pagina 81. 
Los estudiantes compararan la 0 mayuscula 
con la o minuscula. 
Ver libro de aprendizaje, pagina 82. 
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78. Los estudiantes pintaran diferentes la'mi- 
nas que comienzan con la Oc) y compararan 
la 0 mayuscula con la c) minuscula. 
Ver libro de aprendizaje, pa'gina 83. 
79. Los estudiantes dira'n diferentes palabras 
que comienzan con la Oc). Luego pintaran 
laminas que empiezan con Oo. 
Ver libro de aprendizaje, pa'gina 84. 
80. Los estudiantes pintaran todas las laminas 
que comienzan con el mismo sonido del dibu- 
jo que se encuentra dentro del cuadrado. 
Ver libro de aprendizaje, pagina 85. 
81. Los estudiantes practicara'n la letra Oo 
y el sonido inicial en dibujos y palabras. 
Luego pintaran todos los dibujos que con 
la letra 0£ empiezan. 
Ver libro de aprendizaje, pa'gina 86. 
82. Los estudiantes trazaran una linea entre 
la lamina y la letra que representa su 
sonido inicial. 
Ver libro de aprendizaje, pa'gina 87. 
83. Los estudiantes trazaran una linea entre 
la lamina y la letra que representa el 
sonido inicial de cada dibujo. 
Ver libro de aprendizaje, pagina 88. 
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84. Los estudiantes practicaran el sonido 
inicial 0c). Luego practicaran la escri- 
tura de la letra Oo. 
Ver libro de aprendizaje, pa’gina 89. 
85. Los estudiantes practicaran la escritura 
de la letra 0 al inicio de cada palabra. 
Ver libro de aprendizaje, pagina 90. 
86. Los estudiantes practicaran la escritura 
de la letra Oo. 
Ver libro de aprendizaje, pa'gina 91. 
87. Los estudiantes escogeran y pintaraVi todos 
los dibujos cuyo sonido inicial sea Oo. 
Ver libro de aprendizaje, patina 92. 
88. Los estudiantes practicaran la escritura 
de la o^ minuscula. 
Ver libro de aprendizaje, pagina 93. 
89. Los estudiantes hara'n un circulo alrededor 
de la letra que representa el sonido 
inicial del dibujo en cada cuadro. 
✓ 
Ver libro de aprendizaje, pagina 94. 
90. Los estudiantes practicaran la escritura 
de la letra Oo. 
Ver libro de aprendizaje, pagina 95. 
Los estudiantes identificaran todos los 
globos que tengan la letra Oo. 
91. 
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Ver libro de aprendizaje, pagina 96. 
92. Los estudiantes haran un circulo alrededor 
de la letra que representa el sonido 
inicial de cada dibujo. 
Ver libro de aprendizaje, pagina 97. 
93. Los estudiantes trazaran la letra Oo 
/ ' / 
mayuscula y minuscula y luego practicaran 
su escritura. 
Ver libro de aprendizaje, pagina 98. 
94. Los estudiantes practicaran el sonido 
/ 
inicial de la letra Oo y luego escribiran 
la Oo debajo de cada dibujo que comienza 
con el mismo sonido. 
Ver libro de aprendizaje, patina 99. 
95. Evaluacio^ 
Los estudiantes escogeran y pintaran todos 
los dibujos cuyo sonido inicial sea Oo. 
Ver libro de aprendizaje, pagina 100. 
96. Los estudiantes practicaran las vocales 
a, e, i, o haciendo un circulo alrededor 
de la letra que representa el sonido 
inicial de cada lamina. 
Ver libro de aprendizaje, pagina 101 - 102. 
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97. Practica de las vocales Aa - Ocd. Los 
estudiantes recortaraV y pegaran laminas 
debajo de la letra correspondiente de 
acuerdo a su sonido inicial. 
Ver libro de aprendizaje, pagina 103. 
98. Haciendo uso de varias laminas y objetos 
la maestra introducira/ el sonido inicial 
Uu. 
a. Pronunciacion por la maestra. 
b. Articulacion por los estudiantes. 
c. Articulacion de vocal U. en el espejo 
por los ninos. 
Los estudiantes pintaran una lamina con la 
que comienza la vocal Uu. 
Ver libro de aprendizaje, pagina 104. 
99. Los estudiantes practicaran el sonido de 
la letra Uu. Pintaran una la'mina cuyo 
sonido inicial es con la vocal Uu. 
Ver libro de aprendizaje, patina 105. 
100. Los estudiantes comparara'n la U mayuscula 
con la u minuscula. 
Ver libro de aprendizaje, pagina 106. 
101. Los estudiantes pintaran diferentes lami- 
/ 
nas que comienzan con la Uu y compararan 
la U mayuscula con la u minuscula. 
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Ver libro de aprendizaje, pagina 107. 
102. Los estudiantes diran diferentes palabras 
que comienzan con la Uu. Luego pintaran 
. * . 
lammas que empiezan con Uu. 
Ver libro de aprendizaje, pagina 108. 
103. Los estudiantes pintara^n todas las laminas 
que comienzan con el mismo sonido del dibu- 
jo que se encuentra dentro del oval. 
Ver libro de aprendizaje, patina 109. 
104. Los estudiantes practicaran la letra Uu y 
el sonido inicial en dibujos y palabras 
luego pintaran todos los dibujos que empie¬ 
zan con la letra Uu. 
Ver libro de aprendizaje, pagina 110. 
/ / 
105. Los estudiantes trazaran una linea entre 
la lamina y la letra que representa su so¬ 
nido inicial. 
Ver libro de aprendizaje, pagina 111. 
106. Los estudiantes trazaran una linea entre 
la lamina y la letra que representa el 
sonido inicial de cada dibujo. 
Ver libro de aprendizaje, patina 112. 
107. Los estudiantes practicaran el sonido 
inicial Uu. Luego practicaran la escri- 
tura de la letra Uu. 
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Ver libro de aprendizaje, pagina 113. 
108. Los estudiantes practicara'n la escritura 
de la letra U al inicio de cada palabra. 
Ver libro de aprendizaje, patina 114. 
109. Los estudiantes practicara^n la escritura 
de la letra Uu. 
Ver libro de aprendizaje, pa^gina 115. 
110. Los estudiantes escogeran y pintaran todos 
los dibujos cuyo sonido inicial sea Uu. 
Ver libro de aprendizaje, pagina 116. 
111. Los estudiantes practicaraVi la escritura 
de la u minuscula. 
Ver libro de aprendizaje, pagina 117. 
112. Los estudiantes haran un circulo alrededor 
de la letra que representa el sonido 
inicial del dibujo en cada cuadro. 
Ver libro de aprendizaje, patina 118. 
113. Los estudiantes practicaran la escritura 
de la letra Uu. 
Ver libro de aprendizaje, pagina 119. 
114. Los estudiantes identificaran todas las 
uvas que tengan la letra Uu. 
Ver libro de aprendizaje, pagina 120. 
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115. Los estudiantes haran un circulo alrededor 
de la letra que representa el sonido 
inicial de cada dibujo. 
Ver libro de aprendizaje, pagina 121. 
116. Los estudiantes trazaran la letra Uu mayus- 
cula y minuscula y luego practicaran su 
escritura. 
Ver libro de aprendizaje, pagina 122. 
117. Los estudiantes practicaran el sonido 
inicial de la letra Uu y luego escribiran 
la Uu debajo de cada dibujo que comienza 
con el mismo sonido. 
Ver libro de aprendizaje, pagina 123. 
118. Evaluacio'n 
Los estudiantes escogeran y pintaran todos 
los dibujos cuyo sonido inicial sea Uu. 
Ver libro de aprendizaje, pagina 124. 
119. Pra'ctica de las vocales a, e, i, o, u. 
Los estudiantes haran un circulo alrededor 
de la vocal que representa el sonido 
inicial de cada lamina. 
Ver libro de aprendizaje, pa^gina 125. 
Los estudiantes recortaran y pegaran lami- 
nas debajo de la letra correspondiente de 
120. 
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de acuerdo a su sonido inicial. 
Ver libro de aprendizaje, pagina 126. 
✓ 
121. Observar laminas y luego recordar lo que 
observaron. 
122. Mirar ilustraciones de libros y revistas. 
123. Observar cuentos en vistas fijas y luego 
/ 
comentar acerca de lo que observaron. 
124. Observar laVinas y escoger una para des- 
cribirla y expresar lo que significa. 
125. Decorar el salon y los tableros de acuerdo 
a la festividad de cada mes. 
D. Materiales 
1. Laninas sencillas y adecuadas para el 
grupo, ejemplos: lalninas relacionadas con 
las vocales; laminas de trabajadores; 
transportes. 
2. Nombres de los estudiantes escritos en: 
a. Cartulina. 
b. Dito. 
3. Laminas relacionadas con cada festividad 
del mes. 
4. Libro de aprendizaje, paginas 66-126. 
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This mathematics curriculum designed for bilingual 
students with moderate special needs is based on the 
Puerto Rican culture and language and includes: 
1. Teacher's guide with the following components: 
a. Recommendations for the teacher 
b. Curriculum guide (consisting of two major 
sections) 
2. Student activity book with the following 
components: 
a. General objectives 




Recommendations for Teachers 
1. The teacher will observe the students within 
activities to determine the level of readiness 
that each brought with him/her from home expe¬ 
riences. By observation individual differences 
can be determined and serve as guide for the 
planning of learning experiences. 
2. Use good motivation for the teaching of mathe¬ 
matics for a well motivated student creates an 
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environment appropriate for the teaching/learn¬ 
ing process. 
3. After the introduction of a concept of skill, 
use drill and practice to reinforce and secure 
the mastery of that concept or skill. 
4. The teaching of mathematics must have a dynamic 
character, one that stimulates the students to 
experiment, analyze and discover on their own. 
5. Use a variety of audiovisual materials. 
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CURRICULO DE MATEMATICAS PARA ESTUDIANTES BILINGUES 
CON NECESIDADES ESPECIALES MODERADAS 
El siguiente curriculo consta de dos secciones 
mayores. La primera incluye: 
1. Posicion de objetos. 
2. Clasificacion objeto 
3. Forma de objetos. 
4. Completar patrones. 
5. Colores. 
La segunda incluye: 
1. Tamano de objetos 
2. Altura. 
3. Longitud. 
4. Agrupaciones de objetos. 
Numeros de 1 al 5. 5. 
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Seccion I 
A. Objetivos Generales 
1. Ayudar a los estudiantes a clasificar obje- 
tos . 
2. Ayudar a los estudiantes a familiarizarse 
con posiciones de objetos. 
3. Ayudar a los estudiantes a completar patro- 
nes . 
B. Objetivos especificos 
1. Clasificar objetos por su color. 
2. Clasificar objetos por su forma. 
3. Clasificar objetos de acuerdo a su tipo y 
uso. 
4. Clasificar objetos por su posicion. 
5. Reconocer y completar patrones. 














6. Siluetas recortadas con diferentes colores. 
7. Figuras geometricas hechas sobre cartulina: 
libro de actividades, pa'gina 1-15. 
D. Actividades 
1. Los estudiantes con la maestra construira'n 
una torre usando bloques. Los estudiantes 
identificaran los bloques que estan abajo. 
2. Los estudiantes colocaran una serie de libros 
uno encima de otro. Luego identificara'n 
cuales estan arriba y cuales estan abajo. 
3. Los estudiantes observaran el tablillero o 
armario del salo'rt y nombraran los objetos 
que estan en los tablilleros de arriba del 
armario y luego los que esta'n en los tabli- 
llas de abajo. 
4. Los estudiantes estudiaran la pagina 1 de 
sus libros y haran un circulo alrededor de 
la persona que esta en la parte de arriba 
del sube y baja. 
5. La maestra formara' una fila de 3 estudiantes 










Colocar 3 sillas uno al lado de otro para 
identificar lo que esta en el medio. 
La maestra colocara' diferentes clases de 
objetos sobre la mesa para senalar cuales 
✓ 
estan en el medio. 
Los estudiantes pintaran todos los objetos 
que estan en el medio. 
✓ 
Ver pagina 2 del libro. 
La maestra presentara'" los ninos un objeto 
rojo. Los estudiantes buscaran en el salon 
otros objetos del mismo color. 
La maestra repartira entre los estudiantes 
siluetas de diferentes colores. Luego pre- 
sentara una de un color en especifico. Todos 
los estudiantes que tengan el mismo color 
levantaran su silueta. 
Los estudiantes pintara'n todos las piraguas 
que sean iguales que la nifia se esta comiendo. 
Ver pagina 3 del libro. 
La maestra presentara a los estudiantes un 
objeto con forma circular. Preguntar que 
otros objetos del salon tienen las mismas 
formas de los ejemplos (el borde del safacon, 
de un vaso, taza). Insistir en los bordes 
senalados. 
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13. Dibujar con tiza un circulo an el piso y 
hacer que pasen encima y decir la palabra 
circulo. 
14. Los ninos pintaran todos los objetos que 
tengan la misma forma de una bola. 
Ver pa'gina 4 del libro. 
15. La maestra introducira/ el circulo y explica- 
ra porque es un circulo. 
16. Los estudiantes nombraran todos las cosas 
que conozcan que tengan la forma de un cir¬ 
culo . 
17. Los estudiantes pintaran todos los circulos 
de una la'mina. 
Ver pagina 5 del libro. 
18. La maestra formara/ en el felpografo diferen- 
tes patrones usando circulos y colores. 
Ej emplo: 
circulo rojo, circulo azul 
circulo rojo, circulo azul, etcetera. 
19. Los estudiantes completaran el patron de la 
la lamina usando colores y circulos. 
Ver pagina 6 del libro. 
20. La maestra presentara al grupo un bandenn 
de forma triangular. Los estudiantes loca- 
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lizaran en el salon diferentes objetos que 
tengan la misma forma. 
21. Los estudiantes pintaran todos los objetos 
que tengan la misma forma del banderin. 
Ver pagina 7 del libro. 
22. La maestra introducira la figura de un tri- 
angulo y explicara' porque es un tria'ngulo. 
23. Los estudiantes pintaran todos los trian- 
gulos de la pa'gina. 
/ 
Ver pagina 8 del libro. 
24. Los estudiantes formaran patrones usando 
tria'ngulos y circulos. 
25. La maestra presentara' un objeto de forma 
cuadrada. 
26. Los estudiantes localizaran otros objetos 
en el salon que tengan la misma forma. 
27. Los estudiantes pintara'n todos los objetos 
que tengan la misma forma de un cuadrado. 
Ver pagina 9 del libro. 
28. La maestra introducira' el cuadrado y expli- 
cara por que se llama cuadrado. 
29. Los estudiantes pintaran todos los cuadrados 
de una pa'gina. 
Ver pagina 10 del libro. 
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30. Los estudiantes formaran patrones usando 
circulos, cuadrados y triangulos. 
31. Los estudiantes completaran patrones en sus 
libros . 
Ver pagina 11 del libro. 
32. La maestra presentara un rectangulo a los 
estudiantes. Los estudiantes localizaran 
/ 
en el salon todas las cosas que tengan la 
forma de un rectangulo. 
33. Los estudiantes compararan el cuadrado y el 
/ y 
rectangulo y hablaran sobre la diferencia 
entre ambos. 
34. Los estudiantes pintara^ todos los rectan- 
gulos de una lamina. 
Ver patina 12 del libro. 
/ , / 
35. Los estudiantes trazaran y luego pintaran 
las figuras geome'tricas aprendidas. 
Ver pa^gina 13 del libro. 
/ / 1 
36. Los estudiantes completaran un patron de 
acuerdo a los colores. 
37. Los estudiantes pintaran una caja de sor- 
presas usando los colores correspondientes. 
Ver pagina 14 del libro. 
Evaluacion (Ver pagina 15, 15a, 15b) 38. 
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a. Clasificacion: los estudiantes recor- 
taran figuras de animales y frutas y 
-i / 
las separaran en sus respectivos grupos. 
Ver patina 15 del libro. 
b. Position: los estudiantes colorearan la 
figura del medio de cada seccion. 
Ver pagina 15a del libro. 
c. Figuras geome^tricas : los estudiantes 
trazaran una linea entre dos figuras 
✓ 
geometricas iguales. 
Ver pagina 15b del libro. 
d. Patrones: los estudiantes completaran 
el patro^n en cada linea. 
Ver pagina 15b del libro. 
Seccion II 
A. Objetivos generales 
1. Ayudar al estudiante a comparar tamanos y 
cantidades. 
2. Ayudar al estudiante a parear, identificar y 
nombrar numeros y grupos. 
B. Objetivos especificos 
1. Identificar: 
a. El mas grande, el mas pequeno. 
b. El mas alto, el mas bajo. 




2. Reconocer que un grupo tiene mas objetos o 
menos objetos. 
3. Parear numeros y grupos del 0 al 5. 
4. Identificar numeros y grupos del 0 al 5. 
5. Escribir numeros del 0 al 5. 
6. Poner en orden los numeros del 1 al 5. 
7. Identificar el nifmero que va antes, despues 








7. Siluetas recortadas. 
8. Bloques o habichuelas. 
9. Pega. 
10. Libro de actividades 16-102. 
Actividades 
1. La maestra mostrara diferentes objetos en 
sa 1 o’n para comparar tamano. Ejemplos. 




b. Bola grande y una pequena. 
c. Zapatos de la maestra y los estudiantes. 
d. Manos de la maestra y la de los estu- 
diantes. 
e. Etcetera. 
Los estudiantes observaran la pagina de sus 
libros y pintaran el objeto mas grande en 
cada cuadro. 
Ver pagina 16 del libro. 
3. Los estudiantes pintaran en sus libros el 
objeto mas pequeno en cada cuadro. 
Ver pagina 17 del libro. 
4. Los estudiantes compararan objetos para 
decir cual es mas alto y cual es mas bajo. 
Ej emplos: 
a. Tamano de los estudiantes. 
b. Laminas de edificios. 
c. Laminas de arboles. 
d. Etcetera. 
5. Los estudiantes pintaran en sus libros el 
mas alto en cada cuadro. 
Ver pagina 18 del libro. 
6. Los estudiantes con la maestra compararan 






cual es mas corto. Ejemplos: 
a. Dos n » . lapices. 
b. Dos crayolas. 
c. Dos tij eras. 
d. Dos Correas. 
e. Dos tizas. 
En la bora de forma fila compararan la fila 
de los ninos con las ninas y ver cua 1 de 
las dos 
/ 
filas es mas larga y cual es mas 
corta. Los estudiantes pintaran el objeto 
mas largo. 
/ 
Ver pagina 19 del libro. 
Nota: En algunos casos podran establecer 
las comparaciones a simple vista 
otra veces tendran que colocar un 
objeto al lado del otro. 
Los estudiantes pintaran el objeto mas corto. 
/ 
Ver pagina 20 del libro. 
La maestra presentara diferentes grupos y 
los estudiantes contaran los objetos de cada 
grupo para decir cual tiene mas objetos y cua 
tiene menos. 
La maestra colocara 3 sillas y escogera 4 
estudiantes. Asignara una silla a cada es- 
/ 




mas: el grupo de sillas o el de estu- 
diantes. 
11. La maestra hara^ diferentes grupos con si- 
luetas en el felpo'grafo. Los estudiantes 
diran cual grupo tiene mas y cual grupo 
tiene menos. 
/ 
Ver pagina 21 del libro. 
12. Los estudiantes haran un circulo alrededor 
del grupo que tiene menos objetos. 
Ver pagina 22 del libro. 
13. Los estudiantes dibujaran un grupo que tenga 
ma"s objetos que el de la pagina de su libro. 
Ver pagina 23 del libro. 
14. Los estudiantes dibujaran un grupo que tenga 
menos objetos que el de la pagina de sus 
libros. 
Ver pagina 24 del libro. 
15. Los ninos parearan los dos grupos en cada 
cuadro y escogera^i los grupos que tienen 
la misma cantidad de objetos. 
Ver pagina 25 del libro. 
16. Los estudiantes parearan los grupos y haran 
un circulo alrededor del grupo que tiene 
uno mas. 





Los estudiantes contaran las 

















Introducir el numero 1^. 
La maestra presentara al grupo una lamina 
con 1 objeto. Los estudiantes diran cuantos 
objetos hay en la lamina. Diran que numero 
es el que esta escrito en la lamina. Luego 
/ / 




Ver pagina 27 del libro. 
20. La maestra presentara a los ninos una lamina 
con el niimero 1 y varios objetos. Los estu- 
diantes identificaran el numero y colorearan 
el mismo numero de objetos de acuerdo al 
numero indicado en la pagina. 
Ver pagina 28 del libro. 
21. La maestra mostrara al grupo una lamina con 
el numero 1 y varios grupos con diferentes 
cantidades de objetos. Los estudiantes tra- 
zaran una linea desde el numero .1 hasta todos 
los grupos que tengan el mismo numero de 
objetos. 
Ver pgina 29 del libro. 
22. Los estudiantes practicaran la escritura del 
numero 1. 
Ver pa'gina 30 del libro. 
23. Los estudiantes observaran una lamina con el 
numero 1. Luego colorearan todos los conjun- 
tos correspondientes a dicho numero. 
Ver pa^gina 31 del libro. 
24. Los estudiantes practicara'n la escritura del 
numero 1 . 
Ver pagina 32 del libro. 
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25. La maestra presentara' una lamina con el nume- 
ro 1. Los estudiantes identificaran el 
numero y luego pintara^ todos los circulos 
que tengan el mismo numero de objetos. 
Ver pagina 33 del libro. 
26. Los estudiantes practicara'n la escritura del 
numero 1. 
Ver pagina 34 del libro. 
27. La maestra presentara* una la'mina con el nume¬ 
ro 1. Los estudiantes dibujaran el mismo 
numero de objetos. 
Ver pagina 35 del libro. 
28. Los estudiantes identificaran grupos con 1 
objeto. Luego escribira'n el numero 1 en el 
cuadrado correspondiente. 
Ver pagina 36 del libro. 
29. Evaluacio^ 
Los estudiantes identif icaran el numero J^. 
Luego colorearan todos los grupos que tengan 
1 objeto. 
Ver patina 37 del libro. 
30. Introducir el numero 2. 
La maestra presentara al grupo una lamina con 
2 objetos. Los estudiantes diran cuantos 
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objetos hay en la lamina. Diran que numero 
es el que esta escrito en la la'mina. Luego 
colorearan la lamina. 
Ver pa^gina 38 del libro. 
31. La maestra presentara7 a los ninos una lamina 
con el numero 2 y varios objetos. Los estu- 
diantes identificara^ el numero y coloreara^n 
el mismo numero de objetos de acuerdo al 
ndmero indicado en la pagina. 
Ver pagina 39 del libro. 
32. La maestra mostrara al grupo una lamina con 
el numero 2 y varios grupos con diferentes 
cantidades de objetos. Los estudiantes tra- 
zaran una linea desde el niimero 2 hasta 
todos los grupos que tengan el mismo numero 
de objetos. 
Ver pagina 40 del libro. 
33. Los estudiantes practicaran la escritura del 
/ O 
numero z_. 
Ver pagina 41 del libro. 
34. Los estudiantes observaran una lamina con el 
numero 2. Luego colorearan todos los conjun- 
tos correspondientes a dicho numero. 
Ver pagina 42 del libro. 
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Ver pagina 43 del libro. 
/ ; 
36. La maestra presentara una lamina con el nume¬ 
ro 2. Los estudiantes identificaran el nume- 
ro y luego pintaran todos los circulos que 
-i . f , , . 
tengan el mismo numero de objetos. 
Ver pagina 44 del libro. 
37. Los estudiantes practicaran la escritura del 
numero 2_. 
/ 
Ver pagina 45 del libro. 
/ . / 
38. La maestra presentara una lamina con los nu- 
meros 1 y 2. Los estudiantes dibujaran el 
mismo numero de objetos en cada numero co¬ 
rrespond iente . 
Ver pagina 46 del libro. 
39. Los estudiantes identificaran grupos con 2 
/ 
objetos. Luego escribiran el numero 2 en el 
cuadrado correspondiente. 
Ver pagina 47 del libro. 
40. Practica de numeros del 1. al 2. 
/ 
Ver pagina 48 del libro. 
Practica de secuencia de numeros del 1 al 2. 
Ver pagina 49 del libro. 
41. 
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42. Practica de los numeros del 1 al 2. Los 
estudiantes hara'n un circulo alrededor del 
niimero que indica cuantos objetos hay en 
cada grupo. 
Ver pagina 50 del libro. 
43. Evaluacion 
Los estudiantes identificara^ el numero 2. 
Luego colorearan todos los grupos que tengan 
2 objetos. 
Ver pagina 51 del libro. 
44. Introducir el numero .3. 
La maestra presentara^ al grupo una lamina 
con _3 objetos. Los estudiantes dira^ cuan¬ 
tos objetos hay en la lamina. Diran que 
numero es el que esta escrito en la lamina. 
Luego colorearan la lamina. 
Ver pagina 52 del libro. 
45. La maestra presentara a los ninos una lamina 
con el numero .3 y varios objetos. Los estu- 
/ / / 
diantes identificaran el numero y colorearan 
el mismo numero de objetos de acuerdo al 
numero indicado en la pagina. 
Ver patina 53 del libro. 
46 La maestra mostrara al grupo una lamina con 
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el numero 3 y varios grupos con diferentes 
cantidades de objetos. Los estudiantes tra- 
/ f j 
zaran una linea desde el numero .3 hasta todos 
los grupos que tengan el mismo numero de 
objetos. 
Ver pagina 54 del libro. 
47. Los estudiantes practicara^ la escritura del 
numero .3. 
Ver pa'gina 55 del libro. 
48. Los estudiantes observaran una lamina con 
el numero .3. Luego colorearan todos los 
conjuntos correspondientes a dicho numero. 
Ver pagina 56 del libro. 
49. Los estudiantes practicaran la escritura 
del numero 3. 
Ver pagina 57 del libro. 
50. La maestra presentara una lamina con el nu¬ 
mero 3. Los estudiantes identificaran el 
numero y luego pintaran todos los circulos 
que tengan el mismo numero de objetos. 
Ver pagina 58 del libro. 
51. Los estudiantes practicaran la escritura 
del numero j3. 
Ver pagina 59 del libro. 
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52. La maestra presentara una lamina con los 
t 
numero 1^, 2^ y 3_. Los estudiantes dibu j a ran 
el mismo numero de objetos correspondientes 
a cada numero. 
Ver pagina 60 del libro. 
53. Los estudiantes identificaran grupos con 3 
objetos. Luego escribira^ el numero _3 en 
el cuadrado correspondiente. 
Ver pa^gina 61 del libro. 
54. Practica de numeros 1 al .3. 
/ 
Ver pagina 62 del libro. 
55. Pra*ctica de secuencia de numeros del 1 al _3. 
Ver pagina 63 del libro. 
56. Pra'ctica de los numeros del 1 al 3^. Los 
estudiantes hara'n un circulo alrededor del 
numero que indica cuantos objetos hay en 
cada grupo. 
Ver pa^gina 64 del libro. 
57. Evaluacion 
Los estudiantes identif icaran el numero .3. 
Luego colorearaii todos los grupos que tengan 
3 objetos. 
Ver pagina 65 del libro. 
58. Introducir el numero 4. 
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La maestra presentara al grupo una la'mina 
con 4 objetos. Los estudiantes dira^ cuan- 
tos objetos hay en la lamina. Diran que 
numero es el que esta/ escrito en la lamina. 
Ver patina 66 del libro. 
59. La maestra presentara'" a los nihos una lamina 
con el numero 4 y varios objetos. Los estu¬ 
diantes identificaraVi el numero y colorearan 
el mismo numero de objetos de acuerdo al 
numero indicado en la pagina. 
Ver pagina 67 del libro. 
60. La maestra mostrara al grupo una lalnina con 
el numero 4^ y varios grupos con diferentes 
cantidades de objetos. Los estudiantes tra- 
zaran una linea desde el numero 4 hasta 
todos los grupos que tengan el mismo numero 
de objetos. 
Ver patina 68 del libro. 
61. Los estudiantes practicaran la escritura del 
numero 4. 
Ver pagina 69 del libro. 
62. Los estudiantes observaran una lamina con el 
numero 4. Luego colorearan todos los con- 
juntos correspondientes a dicho numero. 
Ver pagina 70 del libro. 
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63. Los estudiantes practicaran la escritura 
/ 
del numero 4. 
/ 
Ver pagina 71 del libro. 
64. La maestra presentara una lamina con el nu- 
mero 4. Los estudiantes identificaran el 
/ 
numero y luego pintaran todos los circulos 
que tengan el mismo numero de objetos. 
/ 
Ver pagina 72 del libro. 
/ 
65. Los estudiantes practicaran la escritura 
del numero 4. 
Ver pagina 73 del libro. 
66. La maestra presentara una lamina con los 
numeros 1, 2, 3 y 4. Los estudiantes dibu- 
jaran la misma cantidad de objetos corres- 
pondientes a cada numero. 
Ver pagina 74 del libro. 
t 
67. Los estudiantes identificaran grupos con 4 
objetos. Luego escribiran el numero 4 en el 
cuadrado correspondiente. 
Ver pagina 75 del libro. 
68. Practica de numeros 1 al 4. 
Ver pagina 76 del libro. 
69. Practicas de secuencia de numeros del 1 al 
4. 
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Ver pa^gina 77 del libro. 
70. Practica de los numeros del 1 al 4. Los 
estudiantes haran un circulo alrededor del 
/ 
numero que indica cuantos objetos hay en 
cada grupo. 
Ver pagina 78 del libro. 
71. Evaluacio^n 
# / / 
Los estudiantes identificaran el numero 4. 
Luego colorearan todos los grupos que tengan 
4 objetos. 
Ver pagina 79 del libro. 
72. Introducir el numero 5_. 
La rnaestra presentara al grupo una la^mina 
con 5 objetos. Los estudiantes dira'n cuan¬ 
tos objetos hay en la laVina. Diran que 
numero es el que esta escrito en la la'mina. 
Luego colorearan la lamina. 
Ver patina 80 del libro. 
73. La rnaestra presentara^ a los ninos una lamina 
con el numero _5 y varios objetos. Los estu¬ 
diantes identificaran el numero y colorearan 
el mismo numero de objetos de acuerdo al 
numero indicado en la pagina. 
Ver pagina 81 del libro. 
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74. La maestra mostrara al grupo una lamina con 
el numero _5 y varios grupos con diferentes 
cantidades de objetos. Los estudiantes tra- 
zaran una linea desde el numero _5 hasta 
todos los grupos que tengan el mismo numero 
de objetos. 
Ver pagina 82 del libro. 
75. Los estudiantes practicaran la escritura del 
numero _5* 
✓ 
Ver pagina 83 del libro. 
76. Los estudiantes observaran una lamina con el 
numero _5. Luego colorearan todos los con- 
juntos correspondientes a dicho numero. 
Ver pagina 84 del libro. 
77. Los estudiantes practicaraVi la escritura del 
numero • 
Ver pagina 85 del libro. 
/ .. / . , / 
78. La maestra presentara una lamina con el nume¬ 
ro 5. Los estudiantes identificaran el nume¬ 
ro y luego pintara^ todos los circulos que 
tengan el mismo numero de objetos. 
Ver pagina 86 del libro. 
79. Los estudiantes practicaran la escritura del 
/ r 
numero d_. 
Ver pagina 87 del libro. 
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80. La maestra presentara/ una la'mina con los 
numeros 1^, 2, _3, 4 y j). Los estudiantes 
dibujaran la misma cantidad de objetos 
correspondientes a cada numero. 
Ver pagina 88 del libro. 
81. Los estudiantes identificara'n grupos con _5 
objetos. Luego escribira'n el numero _5 en el 
cuadrado correspondiente. 
/ 
Ver pagina 89 del libro. 
82. Practica de numeros 1_ al _5. 
Ver pagina 90 del libro. 
83. Practica de secuencia de numero 1 al _5. 
Ver pa^gina 91 del libro. 
84. Pra’ctica de los numeros del 1 al _5. Los 
estudiantes haran un circulo alrededor del 
numero que indica cuantos objetos hay en 
cada grupo. 
Ver pagina 92 del libro. 
. / 
85. Evaluacion 
Los estudiantes identificaran el numero 5. 
Luego colorearan todos los grupos que tengan 
5 objetos. 
Ver pagina 93 del libro. 
Los estudiantes practicaran la escritura de 
los numeros del 1 al _5. 
86. 
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Ver pagina 94 del libro. 
87. Los estudiantes practicaran los numeros 
del 1 al !5, trazando una linea desde el 
numero hasta el grupo correspondiente. 
Ver pagina 95 del libro. 
88. Los estudiantes colorearan en cada linea 
la cantidad de objetos correspondientes a 
cada numero. 
/ 
Ver pagina 96 del libro. 
89. Los estudiantes colorearan la cantidad de 
cuadros correspondientes a cada numero. 
Ver patina 97 del libro. 
/ / 
90. Los estudiantes trazaran una linea entre 
los numeros del 1 al 5 y sus grupos corres¬ 
pondientes . 
Ver pagina 98 del libro. 
91. Los estudiantes dibujaran al lado de cada 
numero la misma cantidad de objetos corres¬ 
pondientes . 
Ver pagina 99 del libro. 
92. Evaluacion del la Seccion II 
Los estudiantes trazaran una linea entre los 
numeros del 1 al 5 y sus grupos correspon¬ 
dientes . 
Ver pagina 100 del libro. 




Ver pa^gina 101 del libro. 
Los estudiantes encerraran / i en circul 
las 
/ 
cosas que son mas grande. 
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CONCLUSIONS AND RECOMMENDATIONS 
Introduction 
The following chapter presents some conclusions derived 
from the study. It also advances some recommendations to 
improve curriculum, recommendations for teachers wanting to 
use the curriculum, recommendations for including parents 
in the educational process, and recommendations for school 
administrators. 
Conclusions 
This study was an action research applying concepts and 
principles of education with purposes of filling the needs 
of a particular population. A need was identified for a 
program for bilingual young children with moderate needs, 
to be offered in their native language (Spanish). A 
curriculum was designed for Language Arts and Mathematical 
basic skills integrated with social living skills. An 
assumption of the study was that the success of children 
with special needs depends to a great degree on the type 
and quality of an early intervention program offered to 
them. Also, that a program at this early stage offer 
activities that will nurture the development of a positive 
390 
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self image and an appreciation for their home, their 
culture and their community environment. 
Children with special needs must be carefully guided 
in many areas, but particularly in the development of 
independent thought, positive attitude, general knowledge 
and basic skills. 
We hope to have advanced the field of Bilingual Special 
Education by means of the curriculum specially designed for 
this particular population. 
Recommendations 
These recommendations are made based on observations 
and conclusions reached in this research effort and as 
described in previous chapters. The recommendations hereby 
included are: 
1. Recommendations to improve the curriculum. 
2. Recommendations for teachers wanting to improve 
the curriculum. 
3. Recommendations for imcluding parents in the 
educational process. 
4. Recommendations for school administrators. 
Recommendations to Improve the Curriculum 
This curriculum for Language Arts and Mathematics is 
based on both the Anglo-American and Puerto Rican cultures 
and it is integrated with social living skills. This does 
not mean that it is not possible to include other cultures 
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when deemed necessary. Each educator may add or subtract 
activities according to the needs encountered in his/her 
classroom. 
An evaluation should be conducted to set the validity 
and establish the usefulness and applicability of this 
curriculum. 
Recommendations for Teachers Wanting to Use the 
Curriculum 
General aspects that should be taken into consideration 
each day in class include: 
1. To organize the class according to the abilities 
of each child. Each group may have two or three 
students. If the grouping is not functioning in 
this way, then the need to set up a one to one 
basic instruction emerges. 
2. All activities should be methodically introduced 
building from the simplest to the more complex 
at each step. 
3. The classroom calendar should be decorated 
according to the event of each month with 
participation of the students. Working together 
in groups give far more meaning to the curriculum 
and to the students. 
4. Attention should be paid to the holidays so that 
the students relate themselves to corresponding 
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dates and in this way be familiarized with aspects 
of social living and the culture. 
Recommendations for Including Parents in the Educational 
Process --— 
The educational process does not end in school. It 
continues at home, where students acquire valuable 
experiences, attitudes and cultural traits. The participa¬ 
tion of parents in school matters is very important. To be 
of help, parents need to understand their role in the 
educational process. They need to understand that home, 
school and community play an important part in the learning 
process. To develop this understanding it is necessary to 
provide activities, that will attract parents to participate 
and feel as part of the school. Parents can be the vehicle 
to introduce and expand the knowledge of their culture in 
the schools. With the parents contributions teachers may 
better understand the cultural backgrounds of their students. 
For accomplishing this, teachers may actively organize 
programs that involve the parents of children in bilingual 
special education and help them understand their rights 
and responsibilities under Chapter 766. Parents must also 
be encouraged to become active participants in advisory 
councils. It is the teacher's responsibility to actively 
promote this encouragement. 
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Parents must be made aware of the importance of their 
presence during team evaluations of their children. The 
importance of their input must be stressed by aggressive 
and informative teacher-parent conferences. Teachers must 
help parents to develop skills that will allow them to 
motivate, stimulate and foster appropriate growth in their 
children. Parents need to develop specific skills that 
will enable them to assist their children in completing 
school work, particularly the ones involving drills. 
Recommendations for School Administrators 
It is very important to maintain good communication 
between administrators, faculty, parents and all persons 
interested in the better development of educational 
programs. Administrators must encourage early intervention 
for bilingual children with moderate special needs and 
conduct appropriate placement within programs based on the 
children’s own language and culture. They must ensure that 
Puerto Rican children have access to equal educational 
opportunities. Administrators must offer orientation and 
arrange training and workshops for the development of 
appropriate skills for all those persons dealing with 
bilingual special needs children. 
395 
Administrators should also provide an adequate number 
of bilingual special education teachers to ensure that 
services are not negated due to poor teacher/student 
ratios„ 
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